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ABSTRACT
This study examined two alternative education programs designed to encourage 
at-risk students to remain in school. The purpose was to identify the ability of each 
program to change the school-related attitudes and orientations that may contribute to the 
student's dropping out of school (school and teacher bonding, academic self-concept, 
perception of opportunity, self-esteem).
In addition to the five dependent variables measured, the number of credits earned 
as well as the holding power of the program, were examined and compared between the 
two groups as indication of educational engagement The study was conducted as a 
comparison between the two programs and the effect each program would have on 
students, on the above mentioned variables.
The first program, Horizon High School, is an alternative high school intended for 
those students who, because of academic and/or personal reasons, find it difficult to 
successfully meet the demands of the traditional high school. The second program, the 
Graduation Incentive Program (GIP), for grades nine through twelve, is an alternative 
program of study available to students only through their home school.
The five dependent variables were analyzed using analysis of covariance, with the 
covariant being the pretest. The major findings of the study indicated Horizon High School 
had a statistically significant effect, at the .01 level or more, on students for three of the five 
dependent variables measured. The variables included school bonding, teacher bonding, 
and academic self-concept The fourth dependent variable, self-esteem, also had a 
statistically significant effect for the Horizon High School students, but at a .05 level. The
m
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last dependent variable, perception of opportunity, showed no difference between the 
groups.
Educational engagement, as measured by the number of credits earned, showed no 
significant difference between the groups. The holding power of the Horizon High School 
program seemed to be greater using the number of students who dropped out of the 
program. The Horizon High School group had only 7 students dropout, as compared to 
29 for the GIP group.
IV
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CHAPTER 1
INTRODUCTION
School accountability is a subject that is receiving increased attention from the 
public. One measure that is frequently associated with school accountability and the 
effectiveness of schools is the graduation rate. Public attention to this problem has recently 
been increasing, with a real concern as to the impact that dropouts have on the nation's 
social and economic future. Not only do dropouts face a life of unemployment and low 
wages, but they are a financial drain on society. They are a real burden on a competitive 
economic system, when an overwhelming number of them are unemployed, 
under-employed or on welfare or other social services.
New attention is again being focused on schools in the areas of student 
achievement, dropout rates and at-risk students. Much research has been done on the 
population comprised of at-risk students and those who dropout It has focused on 
quantifying this population on the causes, consequences, and who the dropouts and at-risk 
students are. However, despite the many attempts to study this population, the problem 
continues to plague this country. There is a demand for an educated society and there are 
high costs when one-fourth of society does not reach this goal
To achieve this goal school districts, due to large numbers of students dropping out 
prior to graduation, have implemented plans, commonly termed alternative education. 
Alternative education is specifically designed to address the needs of these students who 
cannot find success in their current educational program. These differ from the standard
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educational systems in a number of ways. The effectiveness and characteristics of these 
programs are important because they serve as a basis for future planning.
Alternative educational programs are aimed primarily at those students identified as 
at-risk of dropping out of school. These programs usually take place in a nontraditional 
school environment and function somewhat autonomously; their teachenpupil ratios are 
normally less; they pay more attention to the "whole student"; their strategies combine 
remedial basic skills, parental involvement, work experience or job placement, increased 
counseling and support services, and training in vocational skills. Most programs divide 
the instructional time between remediation, meeting personal needs and meeting 
work-related needs. They use many motivational strategies, and provide for a lot of 
individualized instruction.
This study examined two alternative programs of study offered to students in an 
attempt to encourage them to remain in school until graduation. The variables measured 
were chosen based on the vast amount of literature that has been compiled on at-risk 
students which suggests that the act of dropping out is not caused by any single 
phenomenon. Rather it is the result of many economic, personal and social conditions that 
negatively affect a student's academic performance and behavior in school.
Students who are designated as at-risk and in danger of or have dropped out of 
school, differ significantly from those who choose to remain in school. These differences 
include background, educational achievement and other school-related behaviors, out-of- 
school activities, educational aspirations, and attitudes toward self and society.
The theory this study addressed was based on a body of research that suggests that 
a student who is academically unsuccessful exhibits patterns of high absenteeism and/or 
truancy, and experiences feelings of alienation, detachment, and isolation in regard to their 
school experiences. This can be referred to as a lack of school membership, and these 
students are at a much higher risk of being designated as at-risk, and eventually dropping
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out of school. These students have a lack of socialization skills and feel they have no 
bonds within the school environment These students feel they have a very differing set of 
values and norms. For an alternative educational program that is dedicated to the at-risk 
student it is important these concepts be incorporated into the program. One measurement 
of the success of the program can be based on data that measures changes in these areas.
In selecting the variables, social bonding, perception of school, and self-concept, 
the emphasis was on measuring the improvement on those student attitudes and orientations 
that are conducive to school membership. If a program designed for at-risk students is 
going to be effective, then it must address the negative attitudes and orientations that 
students have toward school, and the interventions must work to change and improve these 
attitudes.
At-risk students come to school disadvantaged and their chances of success are 
greatly reduced by counterpressures from their home and enviroiunent outside school. The 
explicit goal of education is that students should acquire positive self-concepts and take 
responsibility for their actions. If an alternative education program can address these 
fundamental issues, research has found that it will have a much greater impact encouraging 
students to remain in school. In addition to the dependent variables measured, the number 
of credits earned, as well as the holding power of the program, were examined and 
compared between the two groups as indication of educational engagement
Statement of the Problem
This study examined two alternative education programs designed to encourage 
at-risk students to remain in school. The purpose was to identify the ability of each 
program to change the school-related attitudes and orientations that may contribute to the 
student dropping out of school. The dependent variables measured included: school and
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teacher bonding, which is a social-psychological state or outcome in which a student is 
attached, committed, involved and has belief in the norms, activities and people of the 
school; academic self-concept, which is the degree to which the students feel they are 
perceived in a positive manner by their teachers, and how successful that they feel in regard 
to school; perception of opportunity, which is the perception the students feel in regard to 
their possible opportunities in the future, and how they may be affected by the school and 
their behaviors; and self-esteem, which for this study was the belief in the worth of 
oneself. The study was conducted as a comparison between the two programs, and the 
effect each program would have on students, on the above-mentioned variables.
The first program, Horizon High School, is an alternative high school intended for 
those students who, because of academic and/or personal reasons, find it difficult to 
successfully meet the demands of the traditional high school. The second program, the 
GIP for grades nine through twelve, is an alternative program of study.
The study was done with a pre-post test design. The variables were measured at 
three intervals during the year, including a pretest at the first of the year, a midyear test, 
followed by a post-test at the end of the year. The above-mentioned variables of bonding, 
academic self-concept, perception of opportunity, and self-esteem were measured by 
questions taken from the Wisconsin Youth Survey instrument developed at the University 
of Wisconsin.
In addition to the five dependent variables measured, the number of credits earned, 
as well as the holding power of the program were examined and compared between the two 
groups as indication of educational engagement
Definition of Terms
Dropout: A student who was enrolled in the district at some time during the 
previous school year and was not enrolled by December 1 of the following year. They
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must not have graduated or completed a program of study by the maximum age established 
by the state. In addition, they have not transferred to another public school district, a 
nonpublic school, a state approved education program, nor have they left school because of 
illness or school-approved absence.
At-risk student: A student that exhibits characteristics that are correlated highly with 
dropping out of school. Included characteristics are: low academic achievement, 
frequently truant or suspended, low self-concept, and negative attitudes and feelings 
toward school.
COSTAR (aearinghouse of Student-Tracking and Replacement Center!: A center 
whose purpose is to place students identified as at-risk into an appropriate program of 
study that will encourage them to remain in school. Counseling, assessment, 
community-service linkage and student tracking will also be provided by COSTAR 
personnel to those students referred and placed through COSTAR.
Independent Variable
The independent variable is an alternative program of study intended for at-risk 
students to encourage them to remain in school. For the purposes of this study, two 
alternative programs of study were compared on the effect they may have had on the 
dependent variables. The two programs are:
Horizon High School: An alternative high school, available to students only 
through COSTAR. It is located at various sites throughout the city and can accommodate 
approximately 400 students. Horizon High School offers a full, basic high school 
curriculum, including: English/reading, social studies, mathematics, science, 
careers/humanities, computer literacy, and health/P.E.
It is intended for those students who, because of academic and/or personal 
reasons, find it difficult to successfully meet the demands of the traditional high school. A
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student must be interviewed by a guidance counselor and recommended for placement, and 
enrollment is contingent upon the program meeting the needs of the student. The student 
has the option of being placed on a daily schedule of self-contained classes or on a program 
of independent study, where the times and days of attendance are more flexible. Horizon 
High School is maintained as an open-eruollment/open-exit program which allows the 
students to enter and leave the program at any time. The duration of the placement will be 
dependent on various factors and will vary from several weeks to several years.
Graduation Incentive Program (GIP): An alternative program of study, for grades 
nine through twelve is available to students only through their home school. It is located in 
most comprehensive high schools throughout the city and can accommodate all identified 
students. The GIP program offers a basic high school curriculum including: English, 
social studies, mathematics, science, and counseling and/or tutoring.
This program is intended for those students who, primarily because of excessive 
absenteeism, find it difficult to successfully meet the academic demands of high school.
The program is designed for the majority of students who have been absent in excess of ten 
days a semester. The students attend school four days a week for three hours a day, at the 
conclusion of the regular school hours, at their home school site. The duration of the 
placement is for the remainder of the semester in which the student was placed in the 
program.
Dependent Variables
The dependent variables include school and teacher bonding, academic 
self-concept, perception of opportunity, and self-esteem. They were measured on a 
pre-post-test design, with questions taken from the Wisconsin Youth Survey instrument 
developed at the University of Wisconsin. The variables were measured at three intervals 
during the year, including a pretest at the first of the year, a midyear test, followed by a
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post-test at the end of the year. The following is a definition of each variable:
Bonding: A social-psychological state or outcome in which students are attached, 
committed, involved and have belief in the norms, activities and people of the school.
Academic self-concept: The degree to which students feel they are perceived in a 
positive maimer by their teachers, and how successful they feel in regard to school.
Perception of opportunitv: The perception students feel in regard to their possible 
opportunities in the future and how they may be affected by the school and their behaviors.
Self-esteem: The belief in the worth of oneself.
The above-mentioned variables of bonding, acadentic self-concept, perception of 
opportunity, and self-esteem were measured by questions taken from the Wisconsin Youth 
Survey instrument developed at the University of Wisconsin.
Credits Earned: The total amount of academic credit awarded to students upon 
successful completion of coursewoik. One-half credit is awarded for each semester 
course. Credits earned will be measured by examination of student records.
Moderating Variables
Gender: The gender of the student
Ethnicity: The ethrtic background of the students including white. Black, Asian, or 
Hispanic.
Stanine Scores: A standardized measurement of academic ability of the students in 
reading and mathematics, reported in intervals ranging from low (1-3), average (4-6), to 
high (7-9).
Home School: The school students were zoned for and would normally attend.
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Conceptual Rationale
The vast amount of literature that has been compiled on at-risk students and 
dropouts overwhelmingly suggests that the act of dropping out is not caused by any single 
phenomenon, but rather is the result of many economic, personal and social conditions that 
negatively affect a student's academic performance and behavior in school.
Students who are designated as at-risk or have dropped out of school, differ 
significantly from those who choose to remain in school. These differences include 
backgroimd, educational achievement and other school-related behaviors, out-of-school 
activities, educational aspirations, and attitudes toward self and society.
The theory that this paper addresses was based on a body of research suggesting 
that students who are academically unsuccessful, exhibit patterns of high absenteeism 
and/or truancy and experience feelings of alienation, detachment and isolation in regard to 
their school experiences, which can be referred to as a lack of school membership, is at a 
much higher risk of being designated as at-risk and eventually dropping out of school.
These students have a lack of socialization skills and may feel they have no bonds 
within the school environment, with a very different set of values and norms. For an 
alternative educational program that is dedicated to the at-risk student, it is important these 
concepts be incorporated into its solution. One measurement of the success of the program 
can be based on data that measures changes in these areas.
Many characteristics of dropouts are demographic, such as low socioeconomic 
status and minority ethnic backgroimd. While characteristics such as these are important in 
identifying at-risk students, the school can do little, if anything, to change these conditions. 
If alternative education programs are to be evaluated for effectiveness, they must 
concentrate on those factors and characteristics that have been shown to be significantly 
different in the comparison of graduates and dropouts. They must concentrate on those 
attitudes and perceptions that a school can influence and change in potential dropouts that
8
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will encourage and promote graduation. Mann (1986) noted that, "We have better national 
descriptions of youth at-risk than we have local descriptions of programs that work." 
Clearly more research must be undertaken that addresses the issue of what works with 
at-risk students.
Socially and emotionally, dropouts differ substantially from graduates. Many have 
personal problems that are exhibited by behavioral problems or social withdrawal. Many 
times they lack coping and socialization skills. Their self-concept is usually much lower 
than the graduates', and many feel that school provides little or no opportunity for positive 
status attainment Before they dropout these students will frequently demonstrate low 
self-esteem, with very negative attitudes towards school.
The self-image, role expectations, and occupational orientation are deficient in 
at-risk students and interpersonal role definitions may be lacking. At-risk students clearly 
have a lack of socialization traits. Cervantes (1965) tested a large group of high school 
students. His study found certain psychological tendencies of dropouts and graduates, as 
measured by the Thematic Apperception Tests (TAT).
The psychological tendancies of dropouts were diversely different than the 
graduates. The dropouts tended to be troubled, hostile, and pessimistic. They were 
dissatisfied and unstable, with tendancies to be impulsive and lacked the skills to engage in 
effective problem-solving. They had a weak self-image, were unconventional, and many 
times antiauthoritative.
This compares with the psychological tendancies of the graduates, which showed 
them overall to be calm, friendly, cooperative, and optimistic. They were satisfied with 
their lives and had a strong self-image. Graduates tended to have a structured value system 
with an emphasis on conventional activities and roles.
Upon close examination of the differing psychological tendancies of dropouts as 
compared with the graduates, the dropouts could perceive that neither the teachers nor the
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school showed much interest in them. This leads to a feeling of general dissatisfaction 
towards the educational process, which manifested itself in low academic achievement, 
behavioral problems, and increased absenteeism and/or truancy. The end result is students 
dropping out of school.
Birman and Natriello (1978) and Kumar and Bergstrand (1979) support this 
theory. They agree that dropping out of school is a symptom associated with the social, 
physical, academic, and/or family characteristics of the student Kaplan and Luck (1977) 
also see the dropout problem as a social problem and conclude that a multitude of reasons 
contribute to a student's dropping out However, there is agreement that these reasons can 
be grouped together into three areas, including those: 1) related to the student's experiences 
in school; 2) related to the home environment; and 3) related to their personal economic 
level.
The number one reason given for dropping out is, "School was not for me." Much 
of the research feels that school alienates these at-risk students and sends signals to the 
students who are low achievers and who cause discipline problems, that in effect, actually 
encourage them to leave. These students receive little or no positive encouragement. This 
lack of encouragement may compound the student's personal and family problems, which 
further reduces any desire or ability to remain in school
It is important that schools establish strategies and experiences that address the 
self-perception of students and their perception of school and ultimately will provide at-risk 
youth with a positive and rewarding experience that will encourage them to remain in 
school and be effective enough to promote their learning and development Schools must 
be able to alter fundamental school/student interactions, and be able to engage those who 
have become alienated.
According to Newmann (1981), "The essential aspects of alienation/estrangement, 
detachment fragmentation and isolation contribute powerfully to the interpretation of such
10
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common problems as dropouts, vandalism, and low commitment to schoolwork." It is 
important that interventions address the reduction of student alienation which can affect 
many aspects of student's performance. It is important that programs offer students 
increased opportunities to achieve positive feelings about themselves and their performance 
in school, and allow them to feel part of, and believe in, the values and goals of education.
An alternative education program that is successful will respond to students' 
deep-seated needs and will take an active role in responding to fundamental needs that often 
are not met by traditional schools. Students want a sense of belonging, want to be 
accepted by peers and want the approval and support of adults. They want a sense of 
school membership.
In selecting the variables, social bonding, perception of school, and self-concept, 
the emphasis was on measuring the improvement of those student attitudes and orientations 
that are conducive to school membership. If a program designed for at-risk students is 
going to be effective, then it must address the negative attitudes and orientations that 
students have toward school. The interventions must work to change and improve these 
attitudes.
At-risk students come to school disadvantaged, and their chances of success are 
greatly reduced by counterpressuies from their home and environment outside of school. 
The explicit goal of education is that students should acquire positive self-concepts and take 
responsibility for their actions. The public schools emphasize self-development, 
self-management, rational decision making, and the ability to control one's circumstances 
and opportunities through the acquisition of knowledge and skills.
The initial elements of this theory of dropout prevention was the concept of school 
membership (Wehlage, 1989). School membership can be thought of as the basic needs of 
the student in relation to the goals of the school, and can be defined in terms of :
11
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attachment, commitment, involvement and belief, that can be measured in changes in 
students' attitudes towards school and themselves.
Once students attain a sense of school membership then educational engagement 
should take place which is defined as improvement in academic areas. In this case, 
educational engagement was measured by the number of credits that the student earned in 
the program and the holding power of the program.
Some assistance must be directed to individual students to help them feel a need and 
desire to perform successfully in school. In measuring the effectiveness of the programs 
under study, school membership was viewed as a goal within which a measurement of 
success can be attributed to the interventions provided by the alternative educational 
programs. Newmarm (1981) believes that alternative educational interventions must 
continue their, "Efforts to reduce student alienation while recognizing that there are many 
aq)ects of alienation that cannot be eliminated, but can be minimized by the actions of 
teachers, administrators, and the institution." The programs were investigated to determine 
how effectively they were in meeting the students' needs through the concept of school 
membership.
The need to further investigate these programs is great A report by the Center for 
Social Organization of Schools (1985) stated that "...most educational interventions are 
not evaluated at a ll. . ."  Ernest L. Boyer, the president of the Carnegie Foundation also 
stated that "You can only write so many national reports and pass so many acts by the 
legislature. Eventually you have to go back and adr what is happening in individual 
schools."
In the Clafic County School District educators and community leaders developed 
the Las Vegas Plan, designed to keep children in school through graduation. As part of 
this plan various programs were developed and implemented to provide educational 
services for identified at-ridc students in order to retain these students until graduation.
12
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One alternative plan, the GIP, is administered by the home school the student 
attends under the direction of the Division of Secondary Education. Identified at-risk 
students participate in the program and receive various services including: counseling, 
tutoring, and/or basic academic classes after regular school hours. All services are 
intended to assist students in overcoming academic deficiencies and become more 
successful at school.
The second program, Horizon High School, is operated autonomously from the 
home schools and falls under the direction of the Division of Alternative Education. This 
program offers at-risk students various services, including counseling and basic academic 
classes, that will permit them to overcome academic and/or personal problems and work 
toward a high school diploma. Horizon High School operates two high school sites, 
which will be expanded to four, as well as COSTAR, a counseling and placement center.
Null Hvpothesis (Ho): There will be no significant difference between students enrolled in 
the GIP and those enrolled at Horizon High School, as measured by improvement in 
selected school-related attitudes.
Alternative Hvpothesis (Hi): There will be a significant difference between students 
enrolled in Horizon High School, compared with students in the GIP, as measured by 
improvement in selected school-related attitudes.
Significance of the Problem
When social and historical conditions are right, along with a public perception of a 
national crisis or problem, such as economic productivity, a threat to our technological 
superiority, such as Sputnick, or more recently studies such as A Nation at Risk, the 
dropout problem becomes a concern. Recently, the many negative effects that nearly one
13
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million dropouts have on our countiy each year has compelled educators, business, and 
political leaders to once again confront this serious problem.
The dropout problem is a long-standing one highlighted with much research and 
political interest Hie national interest in the dropout problem has varied from year to year, 
and with it comes controversy over the causes and consequences of the problem. 
Historically, we have viewed the dropout problem as one that is due to inefficiencies and 
deficiencies in either the school structure or in the student themselves, and the view that we 
hold will, in large part, determine the course of action that will be appropriate and most 
successful.
Back in the early 1900s, only 10 percent of males had a diploma, gradually 
increasing to 20 percent in the 1920s. In the early growth of our nation, American industry 
could absorb large numbers of uneducated or unskilled labor in factories or farms. In the 
1950s we finally passed the 50 percent mark for graduation, and the graduation rate finally, 
reached its peak in the mid-1960s, at 75 percent, where it has remained. While the 
percentage has remained virtually unchanged, the actual number of dropouts has increased 
due to the growth of the schools.
In the report. Children in Need released by the Research and Policy Committee of 
the Committee for Economic Development (1987) it stated that each year, "Nearly one 
million youngsters will leave high school without graduating, and most of them will be 
marginally literate and virtually unemployable." For those youth that drop out of school 
prior to graduation, there will be a decline in resources available. The report The Forgotten 
Half: Non-CoUeee Bound Youth in America ( 1988) stated that, "A highly competitive 
economy that rests on technology can offer prosperity to those with advanced skills, but 
those with less education must scramble for jobs that are neither steady nor well paid."
The nation pays a high price in both economic and humanistic terms, in light of the 
dropout problem. According to the Committee for Economic Development, over the
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lifetime of one year's "class" of dropouts, the nation loses $240 billion in foregone 
earnings and taxes, as well as the billions that are spent on crime control, welfare, health 
care and other social services that unproductive citizens require. The armual cost to citizens 
to provide for dropouts and their families is over $77 billion.
Unfortunately, this problem affects not only the country on a national level, but 
also is a great cost on both the state and local level According to the United States 
Department of Education report Schools That Work (1987), in 1985 Los Angeles spent 
$488 million in local government costs, including police, courts, welfare and health 
benefits, to provide services for dropouts. The report also stated that, "The typical high 
school graduate will earn $441,000 more over a lifetime than a high school dropout, and a 
college graduate will earn $1,082,(XX) more."
Education has been shown to have a very high, positive correlation with 
the national productivity growth (Kendrick, 1980; Nosworthy, Harper and Kunze, 1979). 
In addition, the United States has evolved from an industry-oriented to a 
technology-oriented workplace. These are both significant, since many feel we are facing a 
shortage of people to fill skilled jobs, while at the same time we are facing an increase of 
unskilled dropouts who are unemployed. We live in a world of international competition 
and the dropout problem has the potential of crippling the economic viability of our country 
in the world markeq>lace.
There has also been a national trend to increase and strengthen high school 
graduation requirements. With this comes a national concern: the impact these increased 
requirements will have on at-risk students. A report from an Association for Secondary 
Curriculum Development task force on increased high school graduation requirements, 
entitled With Consequences For All (1985) told of increased graduation requirements, with 
virtually no money appropriated for those students needing counseling or remediation.
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In Barriers to Excellence: Our Children At Risk (1985), a report compiled by the 
National Coalition of Advocates for Students, a prediction is made that, "If proposed 
academic reforms are carried out without adding programs to help marginal students, the 
national dropout rate will rise. Goodlad (1983) agrees with this statement, when in his 
book, A Place Called School, he also expressed his concern in his statement, "The 
proposed curricula changes if not accompanied by substantial improvements in pedagogy, 
could increase the high school dropout rate.. ."
The costs of dropping out to the individual are immeasurable in many ways. 
According to Interrupted Education: Students Who Dropout (Hunt & Woods, 1979), 
dropouts are, "Three to five times more likely to be arrested for community juvenile crimes 
than high school graduates." In addition, Wright (1978) noted that "... this antisocial 
school behavior leads to vagrancy, vandalism or stealing," and that, "Delinquency points to 
an association between the lack of school success and antisocial behavior."
In 1979, the Carnegie Council on Policy Studies in Higher Education identified the 
substantial high school dropout rate as one of the most persistent problems facing youth.
In the report The Lingering Crisis of Youth UnemolovmenL Adams and Mangum (1978) 
determined that each year of high school completed would increase the number of hours 
worked each year, hourly wages, and overall worker's earnings.
It is very clear that dropouts will earn less money, suffer more unemployment and 
have higher health costs. How do you measure the level of dissatisfaction that they will 
have in their lives as a result of limited or no opportunities? How do you measure the 
feelings of despair and helplessness that they have as a result of becoming a permanent 
member of the underclass? The chances of a child of a dropout also failing to complete 
school are very high, with the cycle perpetuating itself.
The United States General Accounting Office (GAO) reports that reliable data on 
the effectiveness of individual programs or approaches to this problem is nearly
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nonexistent This is surprising in light of the many programs that are currently in progress 
that deal exclusively with the at-risk population, and the number of researchers and 
educators that recommend evaluation be part of any well-designed dropout effort (Ingram, 
1982; Morley and Clay, 1985).
Many researchers (Hamilton, 1986; Hahn, 1987; Mann, 1986; Natriello, McDill, 
and Pallas, 1986; Willis, 1987) report that research on dropout prevention yields only a 
small number that offer both program description and data indicating effectiveness. They 
stress that the effectiveness of dropout programs is in implementation, evaluation, and 
long-term follow-up activities. Maim states that although many districts are doing many 
things to address the dropout problem, the "Findings related to these program efforts are 
not being adequately researched and/or analyzed." Slavin, Karweit, and Madden (1989) 
feel there should be, "A major commitment to expand the knowledge base underlying 
effective at-risk programs, to develop and evaluate new programs..."
Due to the inadequacy of the evaluative efforts, it is not surprising that a set of 
criteria forjudging the effectiveness of a specific program simply does not exist Green 
and Baker (1986) reviewed many articles and reports detailing dropout program evaluation, 
and as a result they found that every program used a slightly different set of criteria to 
judge program effectiveness. However, they generalized the information into the 
following categories: reduction in dropout rate; reduction in attendance and behavior 
problems; and improved achievement as measured by credit completion, GPA, or test 
scores.
The GAO (1987) indicates that the majority of programs' objectives are related to 
the improvement of academic performance and improved school-related attitudes. Some 
attempts have been made (Rumberger, 1989) to link local efforts of dropout prevention to 
national networks with the objective of sharing information about program features and 
effectiveness.
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One suggestion (Levin, 1987) to measure effectiveness is to apply a cost-beneflt 
analysis where the costs of the program are compared to the benefits. In one calculation 
Levin estimated that for every dollar spent on dropout reform efforts, society would benefit 
$4.75 through increased employment and reduction of the social costs associated with 
dropouts.
In examining the effectiveness of various dropout interventions Orr reports that 
although some programs, especially those receiving federal funding, have had limited 
evaluations, most reviews of dropout prevention programs have been limited to the 
identification of promising programs and the characteristics that these programs exhibit 
Most have had no evaluation to test the effectiveness these programs have in keeping 
students in school. Orr states that, "Unfortunately, program evaluation is too often a low 
priority, almost never included as part of a program."
Natriello, McDill, and Pallas (1986) agree with this assessment, and add that 
although program evaluation is expensive, "it is essential forjudging the efficacy of 
changing standards for performance." In 1985 the Consortium of Dropout Prevention 
(Smith and Lincoln, 1988) surveyed 564 dropout programs and found that 13 percent were 
being formally evaluated, 26 percent had data of some kind, with the remaining 61 percent 
unable to provide any data about student progress. The GAO (1987) survey of local 
dropout programs generated only 20 rigorous evaluations of the 479 programs they 
studied.
Although the lack of evaluative data does not in itself indicate a lack of program 
effectiveness, the lack of meaningful data makes it difficult to determine whether good 
results illustrate program effectiveness and whether poor results are a matter of insufficient 
evidence, poor program implementation, appropriate but inadequate services, or 
inappropriate services.
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The analysis of a program can also help to determine which features are the most 
are most tqrpropriate and beneficial for the at-risk population. Many feel that we can only 
make progress in developing effective programs if we engage in the systematic design, 
implementation, monitoring, and evaluation of school programs. It is extremely important 
that we know what works, and until we do not only wül this population continue to be "at- 
ridt" but we will not have the ability to maximize our scarce tax dollars and reduce the 
social costs of dropping out We must eliminate the wasted effort and squandering of 
human resources on programs that have proven to be not effective.
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CHAPTER 2
RESEARCH OVERVIEW OF THE AT-RISK STUDENT
Population
Although the labor force, which was primarily nonskilled or agriculture, could 
absorb most dropouts, concern over the problem began early in the 1900s, and research 
began to try to find causes for dropping out In 1909, Ayres released a classic study of the 
period "Laggards in Our Schools," which investigated the inadequacies and irrelevance of 
the curriculum in the elementary schools. Gulick (1910) followed, saying that the, "Social 
inefficiency of nonpromotion and dropout rates were a great national problem."
During this period the public became concerned with the "idle" and "wayward" 
youth. As a result child labor and compulsory attendance laws were enforced. In the 
1930s, Ekert and Marshall released their study, "When Youth Leave School" which 
prompted school reform in the areas of increased use of professional educators and 
counselors, along with broader curriculum and vocational education.
During the 1960s, the dropout rate dropped to one of its lowest levels and the focus 
of the studies changed from blaming the school to blaming the individual. Many studies, 
such as Cervantes (1965), Combs and Cooley (1969), and Bachman, Green, and Wirtanen 
(1971) focused on the student's characteristics, labeling the youth as "deviant, 
dysfunctional and deficient," saying that it is the result of, "Personal, family or community 
characteristics."
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More recent studies, such as High School and Beyond (1980) have begun to
produce a more complex and balanced picture of the problem. There is strong evidence
that course failure and school disciplinary problems in combination with a chaotic and
unstable personal, social and family life contribute to dropping out
According to Rumberger (1989) the increased concern over at-risk students and for
those that have dropped out has grown for primarily two reasons. One reason is that due
to the increased demands of a competitive, technological workforce those that have less
than a high school diploma will not be able to secure productive employment The recent
report Building a Oualitv Workforce, issued jointly by the United States Departments of
Labor, Education, and Commerce (1988) states,
"The majority of employers consulted contend that the complex and changing 
marketplace will continually heighten the need for a more highly-qualified 
entry-level labor force.. .Jobs for high school dropouts or graduates with-out 
sufficient basic skills are virtually disappearing..."
Thousands of skilled jobs are going unfilled each day while thousands of unskilled youths
try unsuccessfully to compete for constantly more specialized and demanding jobs
(Quinones, 1987).
The other reason for the increasing attention on this group of students are the many 
demographic changes that are taking place, which are increasing the number of students 
who are at-risk of dropping out of school. The niunbers of students that have been shown 
to have a higher propensity of dropping out of school, (Rumberger 1987; Pallas,
Natriello, and McDill 1989) such as those that are racial and ethnic minorities, those that 
come from poor families, and those that live in single-parent households are increasing. 
Current estimates show that approximately 30 percent of the students now enrolled in 
school are at-risk and this proportion is expected to increase in the near future (Levin 1987; 
Natriello, McDill, & Pallas, 1986). In fact, recent figures from the U.S. Bureau of the 
Census indicate that the dropout rate is not remaining stable. While some groups.
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including black males and females, and white females have the lowest dropout rate in 
fifteen years, other groups have become more prevalent, including white and Hispanic 
males, whose dropout rates are increasing.
Both of these trends, a higher demand for a more-skilled workforce and the 
increasing proportion of at-risk students, is prompting a higher degree of nationwide 
interest in this population, including interest in who these students are, where they come 
from, and most importantly, what can be done to help them. A wide varieQr of programs, 
including some that are showing success, are being implemented across the nation (Orr 
1987; U.S. General Accounting Office).
Terry W. Hartle, Chief Education Advisor to the U.S. Senate Committee on Labor 
and Human Resources, feels supporting education for the disadvantaged is the centerpiece 
of federal policy. Such an agenda will have to include a reduction in the high school 
dropout rate, with special attention given to high-risk groups, such as Hispanics and 
blacks. Without significant progress in educational achievement by these students, this 
nation will lose ground in an ever rapidly growing world competition for economic 
superiority.
Definition of At-Risk and Identification of Dropouts
It is clear the literature presents no uniform definition of what at-risk students are, 
or what students are considered to be dropouts. School Dropouts: Survev of Local 
Programs, the United States General Accounting Office (1987), reports that state and local 
dropout definitions and data collection practices vary widely. As a result, "There is no 
single reliable measure of the national dropout rate" and only informed estimates on the 
number and characteristics of at-risk students on the national level.
This lack of a uniform definition presents itself as one of the most serious 
difficulties that educators must face in dealing with students who may fall under these
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headings. It would be useful to the school districts if they used a standard definition for 
dropouts and uniform collection and reporting procedures, thus providing directly 
comparable data (GAO, 1986) that would facilitate the measurement of the effectiveness of 
programs in reducing the number of dropouts.
There is a consensus among educators that this lack of a standardized definition
(Morrow, 1987; Williams, 1986; LeCompte and Goebel, 1987) causes a variety of
problems. At the present time, there are a wide variety of methods being used in our
nation's school districts to collect and report dropout and at-risk information. This
difference of methodological techniques makes it difficult to interpret and compare dropout
information and rates. Morrow (1987) states that the number of dropouts is directly
determined by the definition of a dropout
Hiis lack of a uniform definition also makes it extremely difficult to ascertain why
students leave school, and makes it difficult to monitor and evaluate the effectiveness of
existing programs. Finally, the lack of a uniform definition keeps many parents,
educators, administrators, and lawmakers from tmderstanding the nature, scope, and
dimensions of the dropout problem. Morrow states that:
The creative educational programming needed for the improved education of 
today's youth cannot thrive until common, meaningfiil measures of success are 
accepted and input variables are controlled. A standardized definition and 
computation procedure provides the measure of success and is the first step in 
encouraging local districts to confront the problem.
In January, of 1986, the Council of Great City Schools reported that generally three 
types of enrollment calculations were used to compute dropout rates: 1) average school 
enrollment over time, with school districts using different lengths of time; 2) enrollment on 
a fixed date, with variations on the date used; and 3) a cumulative enrollment count over 
the school year. The council also concluded that no one method seemed better than the 
others and all of them can result in inflated or deflated dropout rates.
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Some districts will offer several dropout statistics, dependent on the situation.
There might be a lower one for the press and public, and a higher one for state and federal
funding agencies. The Secretary of Education has proposed legislation to provide grants to
school districts to establish and demonstrate model programs for collecting and reporting
information on the number, ages, and grade levels of children who fail to complete their
education, along with the reasons why such children dropped out In its 1986 report
Collecting National Dropout Statistics, the Council of Chief State School Officers made
several recommendations to the Department of Education for the improvement of dropout
statistics. The report stated that
The major strategy recommended for improving dropout statistics is to agree on 
data elements to be collected across all states, and to establish definitions and 
specific criteria to be used by all states in collecting these elements. We believe that 
the qu^ty  of dropout statistics can be significantly upgraded by rigorously 
specifying who should and should not be counted as (kopouts, by defining who 
should and should not be counted in the base population, by determining what co­
statistics and contextual statistics should be counted, and by collecting aU data 
comparably across states.
Wehlage (1989) suggests developing a management information system which 
would allow schools to know who their students are , who is at-risk, and for what reason. 
The state could facilitate more accurate data gathering by mandating common definitions 
and accounting procedures. Currently the whole extent of the problem is not known 
because this population is, "hard to define and track".
School districts tend to lump students who are not in school into categories for 
administrative convenience rather than descriptive accuracy (LeCompte and Goebel 1987). 
These ambiguous categories such as, "whereabouts unknown," "nonattendance," and 
"dropped out of school," are useful for aggregation of data but tell nothing about the real 
reasons that students have left school.
Coupled with this are the many students that "drop in and out of school" which 
may lead to overcounting the actual number of dropouts. They may be added to the
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dropout count each time they leave, and are never subtracted when they return. Their 
recommendation is a federal mandate for uniformity, that a nationwide definition of a 
dropout be adopted and an armual reporting procedure. They also feel that school districts 
be monitored to ensure dropout reports are reasonable and accurate.
Rumberger (1989) feels that the definition of a dropout is an individual who is not 
enrolled in school and does not have a high school diploma or equivalent However, he 
goes on to say that "In essence, we use dropping out as a visible and convenient measure 
of academic failure and graduation as a visible and convenient measure of academic success 
when neither reveals much about how much or how little knowledge a student has 
acquired." It is important in examining this problem of at-riskness to include not only 
those students who have dropped out but also those students who continue to attend 
school but show little or no academic progress.
One common method used to compare the numbers of graduating youth is to 
compare the number receiving diplomas with the same number enrolled in the ninth grade 
four years earlier. However, according to Rumberger (1989), there are two problems with 
this approach. First, it does not count those youths who have received a diploma through 
other means, such as a General Educational Development (GED) exam. Second, it does 
not count those that take more than four years to obtain their diploma.
The United States Bureau of the Census estimates the educational level and 
enrollment status of the entire country. Their definition of a dropout includes youth from 
16 to 24 years of age who do not have a high school diploma or equivalent and are not 
enrolled in school, and those 25 years and older who do not have a diploma or equivalent 
They exclude those youth who are younger than 16 due to the fact that more than 98 
percent are still enrolled in school.
Although there is a lack of standardization in collecting and reporting at-risk 
information, many researchers are continually reporting those features that they feel should
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be included in any infonnation that is reported that pertains to the at-risk population. Doss 
and Sailor (1987), state that the main difficulty in applying any definition of a dropout is, 
"Making the definition specific enough to allow the determination of which students are 
dropouts and which are not" There are three main issues that must be considered, 
according to Doss and Sailor, in any definition of a dropout arid those are, "Whom to 
coimt when to count and what to count"
Patricia Williams (1986), states the establishment of a standard definition of 
dropouts would help to provide a more detailed description of the population under study 
and provide a measure which could be used to evaluate the results. This definition should 
specify student grade levels, ages, a time period for unexcused absences, an accounting 
period, acceptable alternative educational settings, and special inclusions and exclusions.
The report America's Shame. America's Hope, commissioned by the Charles 
Stewart Mott Foundation, authors Smith and Lincoln (1989), states that at-risk youth are 
those that:
Are at risk of emerging from school unprepared for further education or the kind of 
work there is to do. Œten they are ready only for lives of alienation and 
dependency.. .and without the skills to be a productive and self-reliant citizen and 
to succeed in today's workplace and hence, in society.
In Children of Need (1987), the Committee of Economic Development (CED) 
defines children as being at-risk if they, "Cannot take advantage of available educational 
opportunities or if the educational resources available to them are inherently unequal." 
Howe and Edelman, co-chairs of the National Coalition of Advocates for Students (1985), 
in their report Barriers to Excellence: Our Children at Risk, characterized children at-risk as 
capable of success, but due to barriers such as poverty or discriminatory practices are 
unserved, underserved or improperly served.
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Slavin, Karweit, and Madden (1989), in studying the impact of interventions on 
at-risk youth, examine various definitions. In one respect, at-risk students would be those, 
on the basis of several factors including low achievement, retention in grade, behavior 
problems, poor attendance, and low SES are unlikely to graduate firom high school. 
However, they go on to say the probability of graduating from high school should not be 
the sole criterion for designating students at-ridc. Being designated at-risk could also 
include those children who are unlikely to leave school with adequate skills, or those 
students who are unable to pass criterion-referenced graduation tests, or those who are 
at- risk of failing one or more grades, or being assigned to special education.
At-risk youth are those that have intelligence in normal limits but are failing to 
achieve the basic skills necessary in life. The Council of Chief State School Officers 
(1987), feel that we may be, "Ignoring the problems of thousands of youngsters who are 
cynically and marginally participating in the process of schooling.. .  and seeing no real 
value in what schooling has to offer." They feel that society has put many of these children 
at risk by ignoring their basic needs as children and not making the schools a place for 
these needs to be met
In a report by the Council of Chief State School Officers (1987) 39 state education 
agencies reported the existence of a working definition of "at-risk students" for their states. 
Their definitions included: students with low achievement levels; students with behavioral 
problems; students at risk of dropping out of school; and/or students exhibiting one or 
more at-ridt indicators including poor attendance, personal economic problems, and failing 
or retention in one or more grades.
Three states plan to use academic progress as their main criterion, only one state 
focuses specifically on behavioral problems, eleven states define at-risk as those that are 
prone to drop out of school prior to graduation, nine states expand their definition to 
include most of the above criteria, thirteen states reported that their definition of at-risk
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students will vary by units and/or program category within the state, and two states allow
the definition of at-risk students to be developed at the local level.
Phi Delta Kappa's Center for Evaluation, Development, and Research as reported
by Mann (1987), tried to derive a consensus definition of dropping out by looking at
district reporting practices and concluded:
We simply carmot agree what a dropout is. In some districts death, marriage, 
taking a job, entering Ae armed forces, entering college early, being expelled or 
jailed, going to a d e^  school, business school, or vocational school causes one to 
be considered a dropout In anoAer district none of Aese acts would be 
considered.. .
There are at least as many definitions of a Aopout as Aere are school districts 
recording dropouts. Some districts solved Aeir problem of who to count as a 
dropout by not usmg any definition at all, whereas oAer districts had three or four 
definitions, and neidier we nor Aey know which one was used.
In reviewing Ae literature on dropouts, this lack of standarAzation in dropout
definitions also leads to varying estimates on Ae size of Ae dropout population. Most
reports and stuAes (Education Commission of Ae SAtes, 1985; U. S. Accounting Office,
1986; Hahn, 1987 ), estimate Ae national dropout rate to range from 14 percent to 29
percent They vary widely because Ae surveys on which Aey are based use different
points of time or are comparisons of enrollment and graduation dam (Orr, 1987).
This means up to one million students will leave school each year prior to
graduation. The GAO (1986) dam shows Aat4.3 million 16-to-24 year-olds were
dropouts m October, 1985. This number represents 13 percent of all youA m that age
group. These findings are similar to Ae High School and Beyond Survey, that was begun
m 1980 (Peng, 1983), on a randomly selected sample of 30,000 sophomores from all over
Ae country.
StuAes have also shown Aat Aopout rates will vary by geographical region, and 
regional rates will vary for different racial and/or ethnic groups (Ekstrom, et al, 1986).
Hie dropout rates for white youA are highest in Ae souAem and western regions of the
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nation, while Ae rates for black youA are highest m Ae norAeastem and norAem parts of 
the countiy. Hispanic rates vary little.
The dropout rates tend to be higher in urban areas, as compared wiA suburban or 
rural (GAO, 1986). Dropout levels m large urban school districts such as New York, 
Philadelphia, and Chicago can be as high as 40 to 50 percent (Barber and McClellan, 1987; 
Education Commission of Ae SAtes, 1985; United SAtes General Accounting Office, 
1986; Weber, 1988). Table 1 summarizes Ae number and proportions of dropouA m Ae 
population.
Table 1
Number and Proportion of ProDoute in Population, bv Ace. Gender. Race. 
Ethnicity
Age Groups (years)
16-17 18-19 20-21 22-24 25+ Total
23.5Percent of Ae Population 14.3 13.9 14.1 14.1 26.1
White, males 6.7 16.3 14.2 14.2 24.0
White, females 7.6 11.3 12.7 12.5 24.9
Black, males 7.6 17.7 20.5 18.4 41.6
Black, females 5.4 16.9 15.3 17.4 39.2
Hispanic, males 10.1 42.2 33.5 33.7 51.5
Hispanic, females 19.2 19.9 22.8 33.8 52.6
Source: United SAtes Bureau of Ae Census, School Enrollment - Social and Economic
Characteristics of Students; October 1985.
The magniAde and composition of Ae Aopout problem m mAvidual localities is 
blurred by Ae wide variations m definitions, and daA collection and reporting techniques. 
The research mAcates that Ae availabAty of more uniform daA is a prerequisite m 
determining Ae real extent of Ae problem, who it is affecting, and Ae effectiveness of
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interventions. The development of standardized dropout definition and collection 
procedures would help to improve Ae measuring of school performance and progress.
Characteristics of At-Risk Youth
Much research has been compiled wiA regard to Ae characteristics of at-risk 
students. Research has focused on at-risk factors contributed by boA Ae home and school 
environment of Ae stedent, which puts inAviduals at higher risk of not making successful 
transitions from school to productive lives.
The characteristics of stedents that drop out are important, because Aey will, to a 
large extent, determine which direction reform will take. Most research agrees Aat 
students become at-risk or drop out of school as a result of a complex set of in Avidual 
student, famAal, peer, social, economic, and school characteristics and conditions (GAO, 
1987; Natriello, McDA, and Pallas, 1985, 1986; Rumberger, 1981, 1987).
Wehlage and Rutter (1986) have documented common characteristics m Ae 
dropout, such as low educational/occupational aspirations, negative school attitudes, low 
self-esteem, and external locus of control, but do not know if Aey were brought to Ae 
educational environment or are Ae result of an inadequate educational experience.
OAer sAAes have documented sAdents who come from certain background 
characteristics (NeA, 1979; Wehlage and Rutter, 1986; Rumberger, 1987) are more likely 
to leave school prior to graduation than sAdents wiA oAer characteristics. FurAermore, in 
research completed on Ae High School and Beyond date (Ekstrom, Goertz, Pollack, & 
Rock, 1986), mmority sAdents and sAdents from disadvanmged backgrounds are much 
more likely to leave school than are oAer sAdents.
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Personal Characteristics
Rumberger (1987) states Aat Aere are a, "Host of mAvidual factors associated 
wiA Aoppmg out" He cites lower levels of self-esteem and less control over Aeir lives 
than oAer sAdents. In adAtion, many at-risk sAdents exhibit higher levels of antisocial 
behavior (NorA Central Regional Education Laboratory, 1989) and Ae marmer m which 
schools address disruptive sAdents can mcrease truancy, vandalism, and oAer 
unacceptable behaviors. Lankard (1987), has found Aat Aopouts lack clear goals, have 
low aspirations, lack basic skills in reading and maA, and resist structured tasks. They 
tend to have poor hygiene, impulsiveness, and self-destructive patterns such as drug or 
alcohol abuse.
Self-esteem, which can be Aought of as a sense of power, security, efficacy, and 
belongmg, is generally lower in at-risk sAdents (Bachman, et al, 1971). ExpecAtions 
perceived by at-risk youA, as well as low parental and teacher expectorions may lead a 
child to intentionally achieve below Aeir potential, Aereby confirming Ae original 
judgement In addition, teacher expectations have been found to be a powerful factor in 
sAdent achievement and academic performance is a strong preActor of at-risk youA.
Many times at-risk sAdents may have low expectations of Aemselves and may be 
socially immature. Young people who feel powerless to control Aeir own lives are 
especially at-risk (Wehlage and Rutter, 1987), and may perceive that all control comes 
form forces outside Aemselves. Hiis may cause Aem to engage m behaviors Aat put Aem 
at-risk in order to gain a sense of personal control
YouA must be able to feel secure that Aeir physical and psychological needs are 
being met if Aey are to develop positive self-esteem. Moreover, they must believe Aat 
Aey are competent and able, if Aey are to successfully develop Aeir cognitive and social 
skills. If Aey feel incompetent, this may lead youA to find competence m areas not valued 
by family, school or society.
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Family Characteristics
There are several family background characteristics which have been associated 
wiA Ae Aopout problem. No matter what oAer variables are at work. Beck and Muia 
(1980), feel that, "The nuclear family is of critical importance in Ae consideration of Ae 
dropout problem.. .Ae Aopout is Ae product, generally, of an inadequate family." 
Children from single-parent families tend to perform worse m school and Aeir dropout rate 
is twice as high (CED, 1987). When schools have repeated difficulty securing Ae 
assistance of families wiA student problems (Willis, 1987) it may be an inAcation of a lack 
of support for Ae sAdent
An adequate family will be characterized by a sense of fantily bonding, which is a 
process by which an mAvidual learns in Ae family context Ae values, rules, aAmdes, and 
skills necessary A function m society. The mAvidual acquires a sense of self-worA and 
forms human bonds, which to a considerable extent determine Ae nature and quality of 
subsequent social relations.
"The bondmg process begins m Ae family. When youths experience opportunities 
for mvolvement m Ae family, when Aey develop Ae requisite social, cognitive, and 
behavioral skills to perform as expected in family activities and mteractions, and when Aey 
are rewarded consistently for adequate performance in Ae family, Aey will develop a bond 
of attachment, commitment and belief m Ae family" (Hawkins and Weis, 1985). Clearly, 
it is more difficult for a sAdent to succeed m school if Aey are not prepared 
psychologically and sociologically.
AnoAer important family factor or m Acator is socioeconomic status (SES).
S A Aes have found Aat dropout rates are higher for sAdents from low SES backgrounds, 
irrespective of what factors are used to measure Aat stotus (Rumberger, 1987). Schools 
wiA higher concentrations of poor sAdents have significantly higher dropout rates Aan 
schools wiA fewer poor sAdents (CED, 1987), and poor sAdents are three times more
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likely to drop out of school than sAdents from economically advantoged homes (GAO, 
1987). The CED estimates Aat 30 percent of all sAdents are economically disadvantoged 
and over 20 percent of all children under Ae age of 18 live m families below Ae poverty 
line, wiA 25 percent of children under six living m poverty. Figure 1 illustrates 
Aecharacteristics of Aopouts by ethnicity, SES, age, and geographical location.
The research mAcates that sAdents from low SES backgrounds are 
"Asadvantoged" because Aey grow up in poor or mmority householA, which have 
characteristics that limit children's abAty to succeed m school. According to Ae CED, 
"Children bom into poverty often suffer from debAtating deprivations Aat seriously 
impairAeir abAty to learn and slow Aeir mtellectual and social growA." Moreover, many 
of Aese children are raised wiA expectations that are different from Aose Aat predominate 
m schools oriented towar A  midAe-class values. They are unable and unprepared to take 
advantage of Ae educational opportunities anAor resources available to Aem.
The research on family characteristics of at-risk youA suggest Aat social-economic 
stotus, mobAty, educational attainment of family, and family management techniques all 
correlate Aghly wiA Ae at-risk sAAnt " Children raised m families wiA lax supervision, 
excessively severe or mconsistent disciplinary practices, and low communication and 
mvolvement between parents and children are at-risk for later delinquency" (Hawkins and 
Weis, 1985). Dropouts receive little psychological support from Aeir famAes to sAy in 
school, and in some cases are encouraged to leave so Aat Aey may contribute to Ae 
financial support of Ae family (Rumberger, 1981).
Dropouts tend to come from homes wiA weaker educational support systems 
mcluding: fewer sAdy aiA, less opportunity for non-school learning, were less likely to 
have two parents at home, had moAers wiA Iowa* levels of formal education and lower 
aspirations for Aeir children, and Aeir parents were less likely to monitor boA Aeirin- 
school and out-of-school behavior (Ekstrom, et al, 1986).
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Figure 1
Characteristics of Dropouts
Raee/Elhnlc Origin
■  Whitt 
□  Blick
■  Hispanic 
O  other
Ag«
45.0%
34.0%
17.0%
Socioaconomic Status
■  Undtr 15 30.0%
□  15-16 20.0%
■  17-18 20.0%
□  Ovtr IB 12.0%
■  Low
■  Widdlt
76.0%
20.0%
4.0%
L o ca tio n
I Urlian 67.0%
i Suburb 10.0%
I Rural 14.0%
Source: United States General Accounting Office, School dropouts: Survev of Local 
Programs (1987).
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Dropouts frequently come from larger families and weak and broken homes 
(Bachman, et al, 1971) and dropping out is more common in homes where one or boA of 
the parents Ad not complete school (Rumberger, 1981). Dentier and Warshauer (1965) 
studied Aopout patterns m over 131 cities and found Aat dropouts come from, 
"Disorganized famAes and have associated evidence of poor early socialization," which 
places Aem at a higher risk of Aoppmg out.
No social instiAtion is more fwidamental A Ae development of an mAvidual, and 
Aus to understanding Ae behaviors of Ae at-risk sAdent Aan Ae family. Factors such as 
fanAy mobAty, low educational attainment of family, lack of positive role models, poor 
family management practices, family conAct, and social/economic deprivation of Ae 
fanAy all contribute sigmficantly to Ae number of at-risk sAdents.
School Characteristics
There are numerous school-related characteristics of sAdents Aat correlate highly 
wiA bemg at-risk. SAdents who became dropouts differed sigiAicantly from Aeir peers 
who stoyed m school, and Aese Affeiences include educational achievement and oAer 
school-related behaviors, educational aspirations, and m Aeir aAAdes towards school 
(Ekstrom, et al, 1986).
Dropouts also exhibited differing school behavior Aan graduates, mcluding: lower 
grades and test scores, completing less homework, and higher rates of disciplinary 
problems m school. They perceive liAe mterest, caring or acceptance on Ae part of 
teachers and are Ascouraged by Ae school's frequent signals that condemn Aeir acadeimc 
failures (Wehlage and Rutter, 1986). Dropouts tend to be resentfA of auAority and many 
times see Ae school's discipline system as boA ineffective and unfair.
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Attendance
Poor attendance and high rates of truancy are Ae most common school-related 
characteristics correlated wiA being at-risk (Wehlage and Rutter, 1984; NorA Central 
Regional Educational Laboratory, 1988). Poor attendance usually begins m the earliest 
stages of schooling and are often endemic to families of sAdents. These early estoblished 
patterns usually worsen as time goes on, and high absenteeism is one of Ae most visible 
indicators of potential problems in school. Research shows that Aere is a high correlation 
between academic achievement and learning time, so Aat a pattern of high absenteeism 
becomes a significant predictor of low performance.
Academic Performance
School performance is anoAer early inAcator of educational risk (Willis, 1987) and 
indications of low achievement can be seen early m a child's school career. By Ae third 
and fourA grades, many at-risk sAdents are already two years behind many of Aeir non-at- 
tisk peers. Already, Ae abAty to catch up becomes difficult, if not impossible. Most 
dropouts have few demonstrable skills in reading and maA beyond Ae fifA or six A grade 
level (Association of California Urban School Districts and SWRL Educational Research 
and Development, 1987). It is estimated (CED, 1987) Aat even among Ae sAdents who 
stoy m school and graduate, over 700,000 in a smgle class wA be only marginal literate.
Involvement In School Activities
In a comparison of Ae involvement of dropouts in school activities wiA 
non-dropouts (Nartiello, McDA, and Pallas,1986) the Aopouts participate in very few of 
eiAer academic subject-related clubs or athletics. SAdents who participate in school 
activities are less likely to drop out Aan Aose who don't (Weber, 1986). Table 2 
summarizes Ae major factors related to at-ritic sAdents who become dropouts.
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Table 2
Factors Related to Dropouts
Staving in. A Dropout 
Prevention Handbook 
K-12. Wisconsin 
Vocational Studies 
Center. University of 
Wisonsin-Madison, 
1981.
School Dropouts: A
Study and Final 
Report. Edmonds 
School District 
Washington, 1983.
Building Basic Skills: 
The Dropout.
National Center f(rt 
Research in Vocational 
Education. Columbus, 
Ohio, 1983.
Orp.pfin Rarlv School 
Leavers Studv. Oregon 
Department Of 
Education. Salem, 
Oregon, 1980.
• Excessively stressfiil home 
life.
• Commmication between 
home and sdMol is poor.
• Absence of father from 
home.
• Racial or ethnic minority
• Low educationa level of 
parents.
•Non-Englirit 
speaking home.
• Siblings or parents have 
been dropouts.
• Tend to come from low- 
income families.
• More mobile Aan other 
students.
FAMILY-REL.
• Family disturbances 
Sqwations 
Family violence 
Death
• One or both parents not 
finishing high school.
• SiUings as dropouts.
• Low sodo-eoonomic
• Frequent moves.
« Poor corruminicatiao 
between home and school.
I.TED FACTORS
• Low socioeconomic 
backgrounds.
• Lack of parental emphasis 
on the importance of 
education.
» Parents educational 
attainment level is low.
• Neither parent finiriied 
high school.
• Weak or broken homes.
• Not encouraged by parents 
to sUy in school or actually 
encouraged by them to leave 
sdxwl to contribute to 
family income.
• Lack of parent/guardian 
support to stay in school. 
•Marriage.
•Aegnancy.
• Financial need.
• Poor social adjustment, 
perhaps socially or 
emotionally disturbed.
• Low percqXual perfor-
• Low self-concepc/low self-
• Immature, suggestible, 
easily distracted, lack of 
fuhrre orientation.
• Frequent health problems.
• UnaUe to identify with 
other people.
• Friends are outside of 
school, usually older 
dropouts.________________
NON-SCHOOL R
• Alcohal or drug problems.
• Low self-esteem.
• General boredom, lack of 
motivation.
• HealA problems.
• Early marriage.
• Aegnancy.
• Social adjustment and 
court- related problems.
ELATED FACTORS
•EiAer hostile and tmruly or 
passive and apaAeiic.
• Have a low self-concept, 
evidence little satisfaction 
wiA self.
• Socially itrunature.
•W ork offer.
• Desire to woric.
• Desire for ahemative 
learning mode.
• Desire for alternative 
educational program/ 
institution.
• Boredom/lack of interest.
• Lack o l motivation.
• Emotiotud/inental state.
• Physical illness.
• Poor decision-making.
•Absenteeism/truancy/ 
frequent tardineu.
• Poor grades.
• Low maA and reading 
scores.
• Failwe m one or more 
schools.
• Limited extra-curricular 
participation.
• Lack identification wiA 
school; feelings of not 
belonging.
•Failure to see relevance of 
education A  life experiences
• Gifted and talented student 
(frequently bored wiA 
school)
• Failure of grade.
• Lack of bask skills.
• Disruptive behavior and 
rebellious attitudes towards 
auAority.
SCHOOL-REL/I
• Achkvement below grade 
level.
Failing classes.
Low test scores
• Absenteeism or truancy.
• Lack of participation in 
school dkextra-orrrkular 
activities.
• Discipline problems.
• Suspensions/expulsions.
• Poor telationshipa wiA 
teachers and/or classmates.
• Dissatisfaction wiA 
teachers and srhool.
• Feelings o t rejection by 
school/feelings of alienation.
TEDFACTORS
•A t least 1 year behind their 
grade level in reading tc. 
mathematics adiievement.
• Academically below 
average and have a  trend c f 
declining grades.
• Exhibit a  lack of goal 
orientation in school.
• Qassifred as slow learners. 
•Seldom question or reason 
critically.
• Dernonstme faihite 
syndrome by habitually 
refusing to try and by being 
easily disomtmged.
• Uncooperative, inattentive, 
and unmotivated.
• Active dislike of srhool.
• Dislike of school in 
general.
• Dislike o f specifically 
named school.
• Dislike o f claries in 
general.
• Irrelevance A  personal 
needs/desires.
• Difficulty of dasswork.
• IncompleA classwork.
• Failing grades.
• Lack d  accomplishment.
• Low level rff learning. 
•Schedule.
•B ask  skills. 
•Competencies.
• School nonattendance.
• Class rranattendance. 
•Expulsion.
• Other disciplinary action. 
•Clique.
• Feeling of being out rff 
place.
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Reasons for Dropping Out of School
The GAO reports Ae, "Reasons sAdents Aop out are tied to a pleAora of youA
problems, some more common m minority populations." The Education Commission of
Ae Stotes (ECS), sAtes Aat overall, "youA problems are mcreasmg" (1986) and points
out several trends which mAcate this is Ae case. They pomt out Ae number of children
living m poverty is increasmg and now mcludes nearly a fourA of all youA.
Even more alarming is Ae number of mmority children m poverty, mcluding almost
one-half of black children and one-third of Hispanic children. Alcohol and drug abuse has
increased significantly, as has teenage pregnancy. There are more teen homicides and
smcides, and crime rates have doubled from 1960 to 1980.
Dropping out of school is seen as a highly individualized process. Green and
Baker (1986) report that:
There is overwhelming agreement Aat no single factor is more important than any 
oAer in preActing who is likely to drop out of school.. .more important, Aere is 
general consensus Aat droppmg out is not necessarily related to intelligence; 
children of all levels of abUity and intelligence drop out of school.
The Committee on Education and Labor (1986) and the GAO (1986) boA report Aat
among Ae reasons children leave school prior to graduation are poor grades, not liking
school, marriage, pregnancy, and a preference to work. The United SAtes Department of
Education cites poor grades as Ae number one reason that sAdents leave school Findings
from Ae High School and Beyond daA inAcate many sAdents cite school-related reasons
for leaving school, wiA Ae most common ones bemg poor grades, discipline problems,
not getting along wiA teachers, and generally not liking school Many also identified
family problems such as getting married, being pregnant, and needing to work (Peng and
Takai, 1983).
Barber and McClellan (1987) exammed Ae reasons sAdents drop out of school and 
Aey found Aere were an abundance of attendance problems, a lack of interest in school
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boredom, academic problems including poor grades, problems with teachers, and family 
problems or responsibilities. Table 3 provides a summation of these reasons.
TABLE 3
Reasons for Leaving High School Prior to Graduation
Male Female
School-related 51% 33%
Work-related 21% 9%
Family-related 5% 37%
Other 23% 21%
Source: National Longitudinal Survey of Labor Market Experience (1984).
School-Related Factors 
Some of the most important indicators of whether a student will drop out of school 
are primarily school-related. Accompanied by low achievement are comments by 
dropouts, such as dislike of school, or the feeling it is not for them. These factors usually 
focus on either the characteristics exhibited by students in the school environment or on the 
institutional characteristics of schools. Several studies indicate the interaction between the 
student and the school environment is the crucial relationship in determining if a student 
will drop out prior to graduation (Wehlage and Rutt^, 1987).
The National Center for Education study High School and Beyond included 
statistics from a highly stratified national probability sample of approximately 30,0(X) high 
school sophomores from over 1,000 private and public high schools in 1980. Two years 
later, 22,000 of these students were retested along with 2,000 students who had dropped 
out of school since the initial data was taken. Using the data from this report, Ekstrom, 
Goertz, Pollack, and Rock (1983) concluded dropouts exhibited different school
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behaviors. Dropouts appeared to take part in less school activities, were less satisfied with 
school, felt alienated from school, and did not feel they were popular with other students.
In-school behaviors of dropouts differ significantly from those students who 
graduate. Included are attendance, lower school grades, completion of less homework, 
and more disciplinary problems. Consistent failure and low academic achievement lead to 
increases in absenteeism, truancy and school-related behavior problems (McDill, Natriello, 
Pallas, 1986). In the 1982 High School and Beyond Survey, 35 percent of males and 33 
percent of females cited the reason they dropped out as being "school was not for me."
It is difficult for dropouts to see the connection between school and their future 
(Hawkins and Weis, 1985). Students that are labeled as "academic failures" become 
increasingly dissatisfied and alienated from school and develop poor academic 
self-concepts (Ranbom, 1986).
n ie  GAO (1987) reported in the New Yoric City's Attendance 
Improvement/Dropout Prevention Program, 85 percent of the participating students had 
failed at least three courses the preceding year and nearly half were at least two years below 
grade level. Patterns of truancy, especially developed in the early grades, appears to be a 
strong indicator of the student becoming at-risk. Frequent absenteeism and truancy are 
both indicative of a lack of commitment and bonding to school (Treadway, 1985 and 
Hawkins and Weis, 1985).
Although there has been little research done on the institutional characteristics of 
schools that may impact at-risk students and dropouts, several researchers (Natriello, 
McDill, and Pallas, 1985,1986; Rumberger, 1981; and Wehlage, 1986) have inferred 
certain relationships and interactions which they believe affect youth in general, and 
dropouts in particular.
Poor academic behavior that is exhibited by low or failing grades and low test 
scores, and behavioral problems, most commonly manifested by absenteeism, truancy and
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discipline problems, are two of the most common factors associated with at-risk youth and 
dropouts.
It has been found that schools with high dropout and truancy rates also have high 
rates of student disorder and discipline problems. Many of these schools also have been 
found to have a lack of soundness of the school's administration, with poor 
teacher-administration cooperation, teachers who emphasize discipline control rather than 
academic excellence, perceptions by students that rules are not clear or fair, and students 
who do not believe in conventional social rules (Natriello, McDill, Pallas, 1986). Cuban 
(1989) feels the, "Inflexible structure of the school itself contributes to the conditions that 
breed academic failure and unsatisfactory performance."
Studies also suggest the differential treatment of college-bound students including: 
special courses; teacher attitudes and expectations; school discipline procedures and the 
overall focus of school priorities can damage the vulnerable self-image of at-risk students 
(Natriello, McDill, and Pallas, 1985, 1986; Wehlage, 1986).
There is also concern from many educators and researchers (Archer and Dresden, 
1987; Hamilton, 1987; McDill, Natriello, and Pallas, 1985,1986; Mann, 1987; 
Rumberger, 1981,1987; Wehlage, 1986; Wehlage and Rutter, 1987) that the present 
educational reform movement that is increasing student standards may further increase the 
number of students dropping out of school. It is imperative this movement include 
significant interventions, such as innovative classroom practices and procedures, which 
are focused towards the at-risk population to help them to meet higher standards.
Other factors such as feelings of negative or indifferent teachers' attitudes, 
conscious or imconscious racial or ethnic prejudice, and an undifferentiated curriculum all 
help to narrowly define academic success. Many schools have an inadequate or 
fragmented school support network with little or no coordination with social agencies, and
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Wehlage (1986) says, these factors, "Create a school environment which at-risk students 
with poor self-esteem associate with academic frustration and failure."
Cultural Status
A growing group of at-risk students are those that come from a cultural background 
other than the dominant one. Although "school failure does not occur in minority groups 
that are positively oriented towards both their own and the dominant culture, that do not 
perceive themselves as inferior to the dominant group, and are not alienated from their own 
cultural values" (Cummins, 1986).
The high incidence of minority students that are at-risk and/or dropping out of 
school indicate the high variability of minority students' academic performance under 
different social and educational conditions. This may indicate many complex, interrelated 
factors are at work (Ulloa, 1986).
Theorists have attributed the lack of academic success among minority students to, 
"Lack of cultural identification, internalization of inferior status accorded minorities by the 
dominant culture, and disruption on intergenerational transmission process caused by the 
alienation of a group from its own culture" (Cummins, 1986). Minority students are made 
to feel they are responsible for their own failure and may be made to feel they failed due to 
their own inferiority.
Cuban (1989) feels many schools contribute to the problem of high numbers of 
minorities dropping out because, "The culture of the school ignores or degrades their 
family and community backgrounds." He feels teachers single these students out for 
criticism due to the differences in their behavior and values, which damage their self­
esteem. He feels schools are not flexible enough to adq>t to individual differences, but 
seek uniformity, with any departures from the norm being indicative of problems. "Social, 
racial, and ethnic discrimination are embedded in the routine practices of districts."
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Alienation
One of the most prevalent reasons (Hawkins and Weis, 1985) at-risk students feel a 
need to drop out of school is the sense of alienation they feel in regard to the school an/or 
home environment This alienation, referred to a lack of bonding (Wehlage, 1989) is a 
powerful factor which negatively impacts at-risk youth. Dropouts nearly always display 
feelings of alienation, including rootlessness, hopelessness, and estrangement from their 
schools, homes, neighborhoods, and society in general.
Researchers (Natriello, McDill, and Pallas, 1985,1986; Wehlage, 1986) have 
identified several institutional characteristics of the school which appear to aggravate at-risk 
students' sense of alienation and poor self-image. Included are such things as 
overcrowding of schools and classrooms, poor physical facilities and schools of 
substandard quality, including lack of quality equipment and educational materials.
Wehlage (1986) theorizes that students with an accumulated sense of alienation recognize 
that school and society has rejected them. The students then react by rejecting the school 
through poor academic achievement, behavioral and/or discipline problems, and finally by 
dropping out of school.
Birman and Natriello (1978) contend the roots of dropping out can be seen as 
inadequate socialization along with a sense of alienation, which is indicative of a syndrome 
of a nonconformist
Inadequate Produces syndrome Leads to
socialization in of nonconformist dropping
childhood attitudes and behaviors out
According to Newmarm (1981), "The essential aspects of alienation, estrangement, 
detachment fragmentation and isolation contribute powerfully to the interpretation of such 
common problems as dropouts, vandalism and low commitment to school work."
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People's perception of their world will constitute a critical part of their social realiQr. He 
suggests to reduce alienation, "People expend energy in ways that enhance engagement 
with work, people and physical surroundings."
Newmarm further points out, "Those who consider alienation a personal 
psychological phenomenon contend that people's perceptions of their world constitute a 
critical part of social reality." Their behavior is influenced to a great degree by their 
perception of the world and the institutions they exist in. Reducing alienation, or 
increasing bonding then is, "Arranging conditions so people expend energy in ways that 
enhance engagement with work, people, and physical surroundings." A model reflecting 
this theory is illustrated in Figure 2.
FIGURE 2
Sffdal Schncf Paradigms___________________________ __________
Student's negative 
perception of world
and institution -----
effects
performance
Experiences
feelings of
alienation, —
detachment,
fragmentation,
isolation,
powerlessness
OR
Contributes to 
absenteeism, 
low commitment to 
school work, 
vandalism, 
dropping out
Student's positive 
perception of world, ■ 
institution affects 
performance
Experiences
feelings that -----
reduce alienation, 
enhances 
engagement 
with school
Contribute to 
students expending 
energy in positive ways, 
commitment to school, 
participating in activities, 
remaining in school
Source: "Reducing Student Alienation in High Schools: Implications of Theory ",
Harvard Educational Review (1981V
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Many times at-risk students perceive school as a large depersonalized environment 
which is void of relevant content (Gottfredsen, 1979). The inflexible programming 
alienates students and discourages feelings of responsibility and respect for the goals and 
values of school. Bell (1967) also supports the theory that student alienation will 
contribute to dropping out He found a lack of participation in school activities enhances 
the student's feelings of not belonging. His studies showed 68 percent of dropouts never 
participated in any school activities as opposed to only 4 percent of the non-dropouts.
"Bonding to school is conditioned by the extent to which social bonds to the family 
have developed by the time the child enters school as well as by the extent to which the 
child experiences opportunities for involvement, develops skills, and is rewarded for 
skillful performance at school " (Hawkins and Weis, 1985).
Tinto (1987) in his analysis of early college leavers, had similar findings. He 
argues that institutional support will attract and sustain membership and voluntary 
departure is associated with weak academic and social integration. If a student feels 
alienated and there is a lack of social bonding, then students will have a higher propensity 
for leaving. This can be overcome by the school extending commitment to the students, 
and it is this commitment that attracts and sustains membership.
Personal Reasons
Adolescent females are much more likely to cite personal reasons than are males 
(Orr, 1987). Pregnancy and/or marriage are two of the most common reasons young 
women will drop out of school prior to graduation (Natriello, McDill, and Pallas, 1986). 
More than one-third of white females indicate marriage as influencing their decision to drop 
out; however, it is much lower for minori^ females, and much lower for males of all 
types. However, young men cite woric-related reasons more often than young women.
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Many times it is a combination of problems, the severiQr of a problem, or the lack of 
alternatives that will be the deciding factor in the decision to leave school.
Natriello, McDill, and Pallas (1986) also report students' participation in antisocial 
activities outside of school will also contribute to dropping out Included are gang 
membership, numbers of hours spent on the street and the use of drugs and alcohol. All 
of these can lead to poor school performance and early school leaving.
Economic Factors
Economic and financial factors (Rumberger 1981,1987; North Central Regional
Educational Laboratory, 1989) can also strongly influence students' decisions to drop out
of school. Rumberger estimates approximately 20 percent of dropouts left because of a
need to support their families, and male dropouts cite financial reasons more often than
female dropouts. He does caution it is difficult to ascertain whether the decision to work is
made before the student drops out of school, or whether students leave first and then
realize they have to work.
Natriello, McDill, and Pallas (1986) feel economic reasons play a major part in
many students' decision to drop out In their research, they have found students drop out
to support either their family of origin, or many times their own family. About 20 percent
of males and 10 percent of all dropouts reported leaving school because of a need to work
or because they are offered a job and choose to work.
Wehlage and Rutter (1986) feel that the act of dropping out is:
Complex because the act of rejecting an institution as fundamental to the society as 
school must also be accompanied by the belief that the institution has rejected the 
person. It begins with negative messages from the school concerning academic and 
discipline problems. As tirese messages accumulate into concrete problems - failing 
courses and thereby lacking credits for g^uation - the choice is between 
continuing an extra year or more in a setting that offers increasingly negative 
experiences and dropping out
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Table 4 summarizes the most common reasons cited by students in their decision to 
dropout of school. A summation of the paths that students may take in their decision to 
dropout is illustrated in Figure 3.
Consequences of Dropping Out
There are many consequences cormected to dropping out, including both individual 
and societal costs. In fact, researchers warn, "It is unclear how much of the differential 
between dropouts and graduates is attributable to dropping out as opposed to other factors, 
"Since dropouts come predominantly from disadvantaged backgrounds and frequently have 
other problems (Pallas, 1987).
TABLE 4
Student's Reasons for Leaving School
Listed below are some of the reasons that youth cite for leaving school, as reported by 
school districts across the country. These reasons are listed in rank order form the 
most-commonly cited to the least-often mentioned.
attendance problem 
poor grades 
disliked courses 
problems with others 
no English 
pregnancy
transportation problems military service 
gangs or racial problems
lack interest in school 
problems with teachers 
disliked everything 
suspensions 
financial problems 
work
bored with school
family problems
problems with counselors
too old for school
illness
marriage
moved
Source: Looking at America’s Dropouts: Who Are Thev?. Barber and McClellen (1987).
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FIGURE 3
The Paths to Dropping Out
Background Associated Characteristics
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In the report "America's Shame, America's Hope" (1988) it is estimated that three 
out of four jobs now require educational or technical training beyond high school, and by 
the year 2000 the workforce will require a median education level of 13.5 years. Clearly, 
as the requirements and skills increase for even an entry level job, the personal, economic, 
and societal costs of dropping out will increase.
Individual Costs
It is apparent at-risk students and dropouts do not readily comprehend the
far-reaching negative consequences associated with their decision to leave schoo. More
than half of the nation's dropouts regret the decision to leave school prematurely (Peng and
Takai, 1983). For example, the Committee on Education and Labor (1986) finds dropouts:
. .  .faU to see that the simultaneously set in motion an unfortunate sequence of 
events that will continually rob them not only of a high school diploma, but also a 
better job, higher wages, the ability to participate in tire democratic process as 
informed voters, and more importantly, the ability to help their own children. 
Researchers agree that by dropping out students are severely limiting their economic 
and social futures and are, in effect, giving up on themselves. Leaving school prior 
to graduation is only the Wginning of the many problems dropouts will face.
The literature (Cippilone, 1986; Committee on Education and Labor, 1986; Education 
USA, 1986; National Alliance of Business, 1986; Orr, 1987; Pallas, 1987; Rumberger, 
1987) suggests dropouts will have multitudes of problems. Included are lower levels of 
academic abilities, including less cognitive growth. This leads to the ever-growing 
population of illiterates in our society who neither read nor write well.
Dropouts will have difficulty finding employment and over their lifetimes the 
unemployment rates are twice as high for them (Peng and Takai, 1983). They will earn 12 
to 18 percent less than graduates and this gap is growing as the workforce becomes more 
technological in nature. Estimates on the amount of earnings that will be lost due to 
dropping out range from $187,(KX) to $266,000 for males over their lifetimes, due to lower
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wages, and a female $122,000 to $199,000 (Catterall, 1985; Bureau of the Census,
1986). Overall, the earnings lost due to a single year of dropouts is estimated to be $228 
billion (Smith and Lincoln, 1988).
Dropouts are also much less likely to hold skilled jobs, and are less likely to even 
learn new skills or have the ability to ad ^ t to a changing work environment (Orr, 1987). 
Overall they will have less opportunities for successful employment, training, and/or 
additional education, and will be more likely to be on welfare rolls.
A report by the Children's Defense Fund (1987) warns the, "Economic impacts of 
sharp declines in earnings among young men during the last decade will have severe social 
consequences." Their decline in earnings of 30 percent or more will sharply reduce their 
ability to support a family beyond the poverty level. This in turn will tend to perpetuate the 
never-ending cycle of low educational achievement leading to poverty. Edelman, the 
president of CDF warns that for those youth left behind due to an ever changing labor 
market will be, "A disaster because they lack basic academic skills or credentials."
Dropouts will have poorer health, both physically and psychologically. Catterall 
(1985) links higher health costs to imdereducation, with the tie being lack of information 
regarding nutritional and preventive practices. There are higher incidences of both suicides 
and admissions to mental health institutions for dropouts than there are for graduates. 
Dropouts are also more likely to engage in substance abuse and have a higher risk for 
involvement in criminal activities (Rumberger, 1981; Catterall, 1987). Socially they will 
have lower levels of political participation and have less social mobility.
One surprising consequence of dropping out found by Wehlage and Rutter (1986) 
was dropouts show slightly higher self-esteem than non-college-bound graduates. They 
theorize this may be due to the elimination of the negative experiences associated with 
school that most of these students experienced, such as poor grades and/or discipline 
problems just prior to dropping out
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Societal Costs
Not only will the dropout face almost overwhelming individual problems, but the 
societal impacts are becoming greater. The most serious consequences reported by 
researchers (Cippilone, 1986; Committee on Education and Labor, 1986; Education 
USA, 1986; National Alliance of Business, 1986; Orr, 1987; Pallas, 1987; Rumberger, 
1987) include: foregone national income, tax revenue, increased demand for social 
services, and increased criminal activity which leads to higher costs for law enforcement
Levin (1972) identified seven social consequences of dropping out He included:
1) foregone national income; 2) foregone tax revenues for the support of government 
services; 3) increased demand for social services; 4) increased crime; 5) reduced political 
participation; 6) reduced intergenerational mobUity; and 7) poorer levels of health.
There is a real lack of educated, prepared and motivated workers, with increased 
costs of remediation, training, and poor product quality for businesses. It is estimated we 
are facing a shortfall of 23 million qualified Americans to fill jobs due to a lack of skills 
(CED, 1987). Overall the dropout problem leads to reduced American productivity.
The Hudson Institute notes that if every child could read sophisticated materials, 
speak and write clearly, and have the ability to solve problems requiring algebra, the 
economy could easily grow at an annual rate of 4 percent or more. Currently, it is 
estimated the economy loses $68.4 billion over the earning lifetime of one class of 
dropouts (Catterall, 1985).
Because dropouts suffer higher rates of unemployment, they require more 
assistance from welfare, health care, and unemployment subsidies. They are also more 
inclined to be involved in criminal activity. Data on the education level of prisoners shows 
almost two-thirds are high school dropouts. With an average cost of $10,0(X) per year and 
an average stay of three years (United States Bureau of the Census, 1986) it can be seen 
that a drop in crime rates could save very substantial expenditures on law enforcement
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Catterall (1985) estimates public expenditures for all of these increased costs range from 
$10 to $29 billion annually.
Marian Edelman, president of the Children Defense Fund warns a disaster is 
pending for the country as a whole due to the trend of dropping out. She says it indicates, 
"A workforce inadequately trained for today's and tomorrow's jobs, rising poverty rates 
among children and young families, lower marriage rates, greater out-of-wedlock births, 
and single-parent families." Table 5 shows estimations of the costs related to dropouts.
Overall, it can be seen individual and societal costs attributed to the many dropouts 
in our society are very high. The next step, dropout prevention and recovery, has the 
potential for sizable gains for both individuals and society as a whole. It is now important 
to examine the interventions designed to alleviate this problem, and to compare the costs of 
prevention and recovery to those of dropping out
Interventions
The dropout problem is a complex one with no simple solutions. It is perceived as 
not only a national problem, but one that has implications all the way down to the local 
level. This belief has led to changes in the nation's educational policy in the 1980s under 
Reagan, when there was a shift away from compensatory programs to an emphasis on 
higher standards. The dropout problem has remained virtually unchanged, and according 
to some studies (Archer and Drisden, 1986; Pallas, 1987) these policy changes may have 
made the problem worse. Many called for the Bush administration, and now the Clinton 
administration, to again place education for the disadvantaged in the center of federal 
education policy, with emphasis on the dropout rate.
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TABLE 5
Local Economie Activity Costs of Failure 
to Finish High School Per School Class
District
Enrollment
K-12
450,000
100,000
50,000
Dropouts 
Per Class
male 11,200 
female 8,800
male 2,489 
female 1,956
male 1,245 
female 978
Adjusted Lifetime Total Earnings 
Earnings Loss Loss per
per Dropout
$187,000 
$122,000 
TOTAL 
$187,000 
$122,000 
TOTAL 
$187,000 
$122,000 
TOTAL
Class
$2.1 billion 
$1.1 bUlion 
$3.2 billion 
$465 million 
$239 million 
$704 million 
$233 million
$i.l9jnilliQn 
$352 million
Lost Local Tax 
Collections
$120 million
$28 million
$14 million
Estimated Service Costs to Local Government in the Los Angeles Area 
Attributed to School Dropouts
Type of Service
City Police Services 
Crime-related County Services 
(judicial and penal)
City Employment Services 
Coimty Welfare Services 
County Health Services
Total
Annual Cost Estimate
$125 million 
$225 million
$8 million 
$40 million
$90 million 
$488 million
Source: "On the Social Costs of Dropping Out of School," Catterall (1987).
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There are a wide variety of programs specifically designed to address the at-risk 
population. These programs address all ages of students considered at-risk, and focus on 
either dropout prevention or dropout recovery. Researchers and educators usually describe 
successful programs by listing such things as common services provided, the features of 
the programs, and shared characteristics. Although people may disagree about "what 
works" for at-risk youth, there are many promising strategies being used across the 
country. There are certain general characteristics that these programs share in the areas of 
general organization, staffing, curriculum, and methodology.
A nationwide survey (GAO, 1987) found that 47 percent of programs focus on 
serving potential dropouts, 22 percent serve actual dropouts, with the remaining 31 percent 
serving both groups. After surveying more than 1,(XX) programs, the GAO found the 
following several basic patterns.
1 ) They are targeting poor and minority teenagers who have multiple
problems.
2) The programs customarily provide multiple services with most youth 
at-risk receiving some type of basic education, counseling, and social 
service assistance.
3) Local program administrators cite several program elements, seemingly 
obvious but often absent to these youth in their regular schools, as strongly 
influencing dropout reduction: a caring and committed staff, a safe and 
secure learning environment, individualized instruction, and school hours 
and support services that respond to individual needs. Factors that inhibit 
program effectiveness include youth's troubled homes and overcrowded 
classes.
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Most local administrators indicated the primary objectives of their programs are to 
improve youth's academic performance and change their attitudes toward school. Over 90 
percent of the programs provide basic education and personal counseling, about 15 percent 
encourage parental involvement, and about 70 percent offer assistance in searching for a 
job and in obtaining social services, such as health care. Almost half help youth prepare 
for a GED certificate. More than 20 percent offer child care services. Objectives and 
services of dropout programs are summarized in Table 6.
Many educators and researchers (Natriello, Pallas, and McDUl, 1985; Brandt, 
1987; Cuban, 1989; CED, 1987; Natriello, McDill, and Pallas,1986; Wehlage and 
Rutter, 1986; Ekstrom, Goertz, Pollack, and Rock, 1986; GAO, 1987; Orr, 1987; 
Herbert, 1989; Lieberman, 1989; Rumberger, 1989) feel certain characteristics should be 
included in any program that is focused on the at-risk student population. These qualities 
include:
Staffing
The staff used in at-risk programs need to be well-qualified, experienced, and 
caring teachers. The staff should be trained to understand the dynamics of the at-risk 
student, and the multicultural factors in attitudes and behaviors. There needs to be strong 
leadership by the principal, because due to the powerful relationship between the 
leadershipof the principal and student outcomes.
Although the principal is one step removed from the instructional process, it has 
been found that the teachers' perception of their work environment is so important and the 
principal's leadership is so pervasive, that student learning is impacted. The school 
becomes a model of a supportive community, an extended family, where achievement and 
caring for one another is important
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TABLE 6
Prim ary Objectives of Dropout Programs
Prim ary Objective Percent
Improve academic performance 78
Attitudinal change 77
Reduce absenteeism 69
Placement back in school 34
Job training/placement 27
Prenatal care/parenting support services 14
Services Provided to Dropout Program Participants
Services Percent
Personal Counseling 94
Basic education 91
Career counseling 76
Parental involvement encouraged 74
Assistance in obtaining social services 70
Job search assistance 69
Job skills training 62
Part-time employment placement 56
Pregnancy/parental counseling 54
GED preparation 46
Daycare 23
English as a second language 14
Source: School Dropouts: Survey of Local Programs. U.S. General Accounting Office 
(1987)
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Currigulum
The curriculum must be relevant and meaningful for high-risk students, with 
flexibility in the content and delivery. Many programs emphasize personal development, 
preparation for woric, and incorporate basic skills remediation with other academic work. 
The participants should be exposed to many options in careers and lifetime learning 
opportunities. It is important children are taught how to think and how to act, with 
concentration on building leadership and social skills. There must be an emphasis on the 
curriculum of the home, including study skills, proper nutrition, cleanliness, etc. 
Methodolopv
Effective programs tend to be small, with low teacher/student ratios. This permits a 
level of personalization unavailable in larger settings which serves to facilitate a sense of 
community and positively affects student achievement Instruction should be 
individualized in terms of pace, content and ability. Most effective programs emphasize 
the need for students to experience success by having clear expectations, standards based 
on realistic and attainable goals, immediate feedback, and consistent and appropriate 
rewards and sanctions.
Most of these programs incorporate the concept of continuous progress, with an 
emphasis on mastery and achievement Parental involvement will be emphasized, with a 
strong bond between school and home being a priority. The school will be an extended 
community with the focus maintained on the child from early development to high school. 
Collaboration
Collaboration involves a methodology for creating relationships between the 
schools with commurtity and private services. It is through these collaborations schools 
can provide the many varied services needed by disadvantaged youngsters and their 
families. The dropout problem has caused coalitions of unlikely partners, such as 
corporate executives, foundation officials and union presidents.
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Schools working in cooperation with business can reduce the number of youth 
at-risk of dropping out and at risk of long-term unemployment Words such as 
"partnership," "collaboration," and "linkages," are being heard more frequently in 
conjimction with dropout reform.
Interest groups must overcome their mutual mistrust and identify conunon ground. 
The problem carmot be solved by the school alone. The Task Force on Education for 
Economic Growth of the Education Commission of the States, released a report that said, 
"Businesses as employers, should be more involved in the process of setting goals for 
education, and if the business community got more involved in both the design and the 
delivery of education, we are going to be more competitive as an economy."
One emphasis should be on work and job skills that are the foundation of reliable 
work habits and behaviors. Many programs have also found success by allowing the 
participants to provide social services to their community. It is through these 
collaborations that students are exposed to
meaningful work and to adults who exemplify responsibility, the work ethic, and positive 
human relationships.
Providers
Dropout recovery programs are provided by a number of public and private 
agencies in a variety of settings. The most common providers of at-risk services are local 
education agencies or non-profit conununity agencies. Most of the time, the program may 
be in a single setting serving a small number of students. Some, however, may have 
multiple sites serving large numbers of students.
Increased concern for dropouts has led many states to begin statewide programs to 
fund and develop programs. Some states, such as California and Colorado, may provide 
the funds and allow the Local Educational Associations to develop their own programs. 
Other states, for example Washington and New Jersey, conduct their programs through
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state-directed initiatives. There are few nationwide efforts, and most provide either 
funding or services to local programs. Some provide instructional programming, such as 
the Comprehensive Competencies Program, and others such as the Job Partnership 
Training Act (JTPA) provide job-skills training.
Other Research
Novak and Dougherty (1981) feel that there a multitude of reasons for students 
dropping out and, as a result, there is no program that is tqjpropriate to meet all of the 
varying needs. They agree that successful programs tend to center on the students, offer a 
comprehensive scope of services which coordinate resources and personnel, are ad^table 
to various school settings, and incorporate feedback and evaluation.
Rumberger (1987) feels any dropout prevention and recovery must include the 
ability to design different programs for different types of students. Included must be 
programs designed for early prevention, late prevention, retention, and recovery. These 
programs must have accurate and timely identification of high-risk students and provide an 
appropriate mix of educational and noneducational services geared towards their identified 
population.
Mann (1987) states the complex problem of at-risk students and those that drop out 
is a very complex one, and as a result will require an ambitious and comprehensive 
solution to the problem. He says the key elements in effective at-risk interventions are the 
four C’s - cash, care, computers, and coalition: cash indicates that there must be a tie 
between learning and earning through implementation of vocational and job-training 
programs; care indicates that these programs must have lots of personal contact and 
concern by the staff; the use of computers can help with learning by providing computer- 
aided instruction and can also assist with student tracking and management; finally.
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coalitions must be utilized to increase the interaction between schools, community 
agencies, and business organizations to assist at-risk students.
Cardenas (1988) states it is necessary to include the dropout problem into a 
district's comprehensive plan. It must include an assessment of present conditions, 
resources, and identification of the target population. Schools must address the 
philosophy, governance, scope, sequence, and staffing of any plarmed intervention. In 
addition, aspects such as the curriculum, student personnel services, parental involvement, 
and evaluation must be considered and incorporated into any plan.
Peck, Law, and Mills (1987) offer a series of recommendations for designing, 
plaiming, and implementing dropout-prevention programs. They include the need for a 
needs assessment, with broad-based planning efforts. The plan should include all levels 
from K-12 with an emphasis on early intervention. Any program must have a positive 
school climate, the ability to create linkages across groups, and the staff should be carefully 
selected, with ongoing staff development built into the program.
Orr (1987) researched various at-risk intervention programs and found most of 
them fell under three general approaches: compensatory education, alternative education, 
and employment and trairting programs. Compensatory education involves the direction of 
substantial federal, state, and local funding to provide economically-disadvantaged youth 
assistance in academic areas, primarily reading and math. Examples include Chapter I, 
which reaches 68 percent of all elementary public schools, and allows the schools to devise 
their own program.
Alternative education programs are commonly offered through public school 
systems and provide services to special-needs students, especially students identified as 
at-risk. Most are funded by a combination of federal, state, and local funds, concentrate on 
dropout prevention, and service high concentrations of low-income students. Most have 
been shown to have some evidence of effectiveness.
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Employment and training programs utilize a mixture of national and local ftmding 
and concentrate on economically-disadvantaged youth and adults who have difficulty 
finding employment These programs offer training, employment preparation, and 
assistance in job placement. The principle program is the JTPA, which has serviced many 
thousands of youth.
Secondary Programs
The secondary school years are considered to be a critical transition period for 
adolescents. The CED feels this is a point that many student problems start to become 
serious, particularly if the child has had to repeat a grade. The types of programs suitable 
for at-risk students are the same that are suggested for all public schools. The CED 
recommends smaller schools, smaller classes, more individualized instruction, better 
guidance counseling, more parental involvement and specialized training and recruiting.
Dropout programs that target high school students need to be carefully designed to 
meet the particular needs and deficiencies of the at-risk student population and successful 
interventions have included mentorships, social services, concentrated remediation, 
effective collaboration between businesses and schools, improved incentives and the 
involvement of parents.
Another successful component of many secondary programs is the introduction of 
vocational education. In longitudinal studies (Collins, 1987; Weber, 1988) there has been 
shown to be a positive correlation between vocational education and retention in high 
school This may be due to vocational classrooms being more student-centered, more 
activity-based, and more individualized than a regular classroom. In addition, vocational 
education expands the choices that a student has in planning their education. The Carl D. 
Perkins Vocational Act is designed to serve disadvantaged students and leaves it primarily 
to local officials to decide who is to be served and how (Kennedy, 1988).
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Effective Instructional Practices
Many of the programs designed for at-risk students have many details that are 
similar in nature. There are, however, a number of programs that stand out due to their 
"specificity and comprehensiveness."
The effective schools movement emerged as a response "against the ideas that low 
achievement by poor children was due to certain inherent disabilities" (Purkey and Smith, 
1983; Mortimore and Sammons, 1987). The characteristics of an effective school include 
such elements as autonomous school-site management, instructional leadership, staff 
stability, schoolwide staff development, parent involvement and support, maximized 
learning time, and district support In addition, effective schools exhibit collaborative 
planning, collegial relationships, sense of community, clear goals, order and discipline.
Firestone (1989) agrees that effective schools are the key to helping at-risk students 
when he says, "An expanded view of school effectiveness must be taken if we are to serve 
at-risk students well." He goes on to say effective schools must be accompanied by, 
"Equal parts of respect and relevance for students and professionalism for teachers" and a 
high-quality school environment must be created where "productivity, satisfaction, and a 
sense of community prevail."
Accelerated schools is a concept which came out of Stanford University (Levin,
1987) and is used as an alternative for the term remediation (Willis, 1988). Acceleration is 
characterized by high expectations, increased time on academic tasks, deadlines for 
imderachieving students to be performing at grade level, stimulating instructional 
programs, planning by the educational staff, and the use of all available parental and 
community resources. Central to the program is the idea of transitionalism, meaning that 
eventually the child will again benefit by regular instruction.
Peer teaching and cooperative learning are other tq)proaches that have been foimd to 
be effective with at-risk youth (Willis, 1988). Both same-age and cross-age tutoring have
62
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
been found to be successful. Cooperative learning utilizes the mutual support of students 
assisting each other with assigned ta.sks and a variety of cooperative learning arrangements 
can augment the learning of students in heterogeneous groups.
Computer-assisted instruction (CAI) can slso help at-risk students in academic 
achievement (Willis, 1988; Slavin, Madden, and Kaweit,1989). CAI is primarily used for 
basic skills remediation, but at an accelerated rate over conventional classroom methods. It 
is intended to provide at-risk students with many program benefits that have proven 
successful, such as an individualized, self-paced academic program, immediate feedback, 
and basic skills instruction that can increase grade equivalency. Not only can CAI assist in 
the teaching of academic skills, but can also aid in the identification of at-risk students.
Whelage (1989) in his study and analysis of 14 alternative education programs, 
found those that are successful will respond to a student's deep-seated needs, and these 
alternative forms of education will take an active role in responding to fundamental needs 
that frequently go unmet by traditional schools. The student wants a sense of school 
membership, to be accepted and belong to a peer group, the support and approval of 
adults.
Wehlage, in his extensive study of at-risk youth, has formulated a series of 
recommendations that specifically address dropout reform and can be utilized in 
establishing policies. He categorizes them in three areas: the development of strong 
alternative schools and programs, systematic reform of policies and practices in the existing 
comprehensive secondary schools, and the need to create community partnerships that 
address the wide range of needs for at-risk youth. These recommendations are listed in 
Table 7.
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TABLE 7
Recommended Activities to Assure Success for At-risk Students
1. Undertake a public education campaign about the eananic consequences of failure to address the 
educational challenges presented by at-risk students. Tailor arguments for political leaders.
2. Define at-risk students as those students who are not likely to complete high school successfully.
3. Target services for pregnant teenagers, teenage parent, and their children.
4. Work to get teachers to increase their expectations for at-risk students.
5. Avoid stigmatizing and labeling at-risk children and their families.
6. Provide for effective involvement and training for the parents of at-risk students.
7. Promote for each at-risk student the opportunity to attend a school in which adult advocates 
continuously oversee and direct these students' well-being and educational developmait/progress.
8. Establish early child development programs for three-and four-year-olds. Provide inogram options 
for younger children.
9. Provide support and programs for all students at transitional periods in their educational sequences 
(e.g. the transitions from elementary to junior high school and from junior high school to senior 
high school).
10. Provide supplementary instructional programs for at-risk students (e.g. summer school, extended 
school day).
11. Encourage school-based work programs for at-risk students. Relate jobs to students' academic 
program.
12. Insure adequate support for guidance services for at-risk students.
13. Use programs such as community education programs to play a key role in attracting dropouts 
back to school.
14. Support scholarship programs and other incentives to increase the pool of culturally diverse 
teachers.
15. Identify and remove barriers to effective education for at-risk students created by federal and stale 
programmatic and flscal requirements.
16. Strengthen regular classroom services by altering or eliminating pullout programs (e.g. consider 
using categorical program teachers in classrooms as resource coaches to assist regular teachers in 
working with at-risk students.
17. Provide necessary additional resources, particularly for new programs (e.g. early diildhood 
development), afler first considering the most effective use of existing resources.
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TABLE 7 (conL)
Recommended Activities to Assure Success for At-risk Students
18. Fund research to identify effective educational programs for at-risk students, especially with regard 
to developing teacher training techniques to meet the diversity of student learning styles.
19. Provide financial and technical assistance for demonstration projects on promising programs for at- 
risk students, based on research findings (e.g. instructional arrangements, age for school entrance, 
flexible scheduling, alternative schools or programs).
20. Adjust school finance formulas to provide additional funds for districts with high concentration of 
at-risk youth.
21. Encourage governors to establish cabinet-level cooperative agreements among agencies providing 
services to at-risk students and their families. Similar interagency cooperative agreements should 
be established at the local level and should include private, non-profit service providers.
22. Establish school-based collaborative arrangements with neighborhood health and social-service 
providers.
23. Establish partnerships with business and industry to provide effective school-to-wofic transitions 
for at-risk students.
24. Monitor programs for at-risk students regularly and provide full reports to the public, especially 
about unanticipated results (e g. initial decline in adfievement test scores because of increased 
retention of at-risk students).
25. Provide education information about students, schools, school districts, and states to enable 
identification of stiidents at-risk and to report tm school conditions and performance. The 
information must be sufficient to let one know whether program goals are being met and to 
provide a basis for local and state policies to improve student and school performance.
Source: School Success for Students at-Risk. Analysis and Recommendations of the 
Coimcil of Chief State School Officers, (1988).
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CHAPTER 3 
METHODOLOGY
This study examined the effect of two separate alternative education programs on 
school-related student attitudes which have been found to be related to low academic 
achievement and student attrition. Two sample groups were utilized, and all students were 
enrolled in the Clark County School District One group of students was enrolled in 
Horizon High School, an alternative high school, while the other student group was 
enrolled in the Graduation Incentive Program (GIP), an alternative educational placement 
program.
Both alternative education treatments were designed specifically for at-risk youth as 
identified by high rates of absenteeism and credit deficiency and were intended to assist 
students in overconting academic deficiencies. This study was designed to determine 
which program. Horizon High School or the Graduation Incentive Program, would have a 
greater effect on the dependent variables of bonding, academic self-concept, perception of 
opportunity and self-esteem. These variables have been identified in the literature as being 
conducive to educational engagement
A secondary purpose was to measure educational engagement by tracking the 
number of credits the student earned during the course of the year, as well as examining the 
holding power of each program. Ibis was determined by looking at the number of 
students dropping out from each program.
While each program was somewhat unique in their approaches, both programs 
were designed for those at-risk students currently not achieving academic success in their
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current educational placement Both programs have characteristics consistent with 
successful at-risk interventions. Both programs were intended to encourage at-risk youth 
to change those behaviors contributing to school-related problems which are inhibiting 
their performance, including low academic achievement and absenteeism.
To determine the effect of the alternative programs on student attitudes, a 
quasi-experimental methodology was utilized. The two groups, although not randomized, 
were very similar in nature. Students in both groups were considered at-ridr by two or 
more of the following criteria: credit deficiency, low academic achievement, high 
absenteeism, low self-esteem.
The two programs were selected by the researcher on the basis of being the most 
commonly-utilized interventions in the Clark Coimty School District, for non-achieving 
high school students. Clark Counfy School District is the twelfth largest school district in 
the United States. It has a dropout rate of 8.9 percent, and is made up of 82 percent white 
students and 18 percent minority, mostly black and Hispanic.
Quasi-Experimental Design
A quasi-experimental, pre-post-test design was utilized due to the inability to 
randomly assign the students to the treatments. The pretest was used to control any initial 
differences among students. Although a true experimental design achieves one of the most 
rigorous tests of causal hypotheses, a quasi-experiment, if carefully designed can yield 
useful knowledge (Borg and Gall, 1989).
A nonequivalent control group design was used and is probably one of the most 
widely used in educational research. The design is represented by the following diagram:
6 7
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O Xi O Xi o
O X2 O X2 o
Beginning o f year Semester End o f Year
Xi: Horizon High School
X2: Graduation Incentive Program
Q  Pretest/posttest
Group one was enrolled in Horizon High School for the entire year. For the 
purpose of this study, all Horizon High School students were identified as potential 
subjects and were asked to complete the pretest at the time of enrollment at the placement 
center. The pretest was followed by two post-tests, one at mid-year and one at the end of 
the year.
The second student group was enrolled in the GIF program for one semester. They 
were administered the pretest at time of enrollment, and the post-test at the conclusion of 
the semester, at which time the student was placed back into a traditional high school 
setting. At the end of the school year, both student groups were again administered the 
posttest to measure any further changes in attitudes. All post-tests were administered by 
the researcher at the school the student attends. If students were absent or no longer 
enrolled in the program, the post-test surveys were mailed to them. For those students 
who did not return the survey, an attempt was made to conduct the survey over the 
telephone. All student attrition was documented by the researcher and is included in the 
results.
Population and Sample
The population from which the samples were drawn were students in grades 9-12 
enrolled in the Clark County School District The samples were selected from students 
enrolled in one of the two alternative educational programs administered outside of the 
regular high school
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Horizon High School is an alternative high school and is administered by the 
division of Alternative Education. At the time of this study, the students were housed at 
two campuses. Most students entered the program after referral from their home school 
and were identified by a combination of factors including chronic absenteeism and/or 
truancy;, credit deficiency, low grades, low self-esteem, and discipline problems. The 
students were enrolled in 1-5 classes at Horizon High School, with the typical student 
taking three classes.
Hie GIP is an alternative placement administered by the high school the student 
attends. The student was identiried primarily by patterns of high absenteeism and/or 
truancy with the majority of students also having patterns of low academic achievement, 
credit deficiency, discipline problems, and low self-esteem. After identification, students 
were withdrawn from their day schedule and were then enrolled in four classes after the 
regular school day. Students remained in the alternative program until the end of the 
semester in which they are placed. At that time, they were re-eiuelled in their regular day 
program of six classes.
To identify a sample from the GIP group, all high schools in the metropolitan area 
(a total of 13) were in-serviced on the study and asked for their cooperation in 
administering the pretest to a sample of 50 randomly-selected students. The students from 
the high schools that agreed to participate in the study were matched to students enrolled in 
Horizon High School, which attended the same high school prior to coming to Horizon 
High School.
Data and Instrumentation
Research suggests that effective programs for at-risk youth will have two main 
themes: the concept of school membership and the concept of educational engagement. 
Students must attain a feeling of school membership, which can be thought of as a belief in
6 9
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the values and goals of the organization before they will engage in academic learning, 
which is the educational engagement
The dependent variables measured included: school and teacher bonding, which is a 
social-psychological state or outcome in which a student is attached, committed, involved 
and has belief in the norms, activities and people of the school; academic self-concept 
which is the degree to which the student feels that they are perceived in a positive maruier 
by their teachers and how successful that they feel in regard to school; perception of 
opportunity, which is the perception the student feels in regard to their possible 
opportunities in the future and how they may be affected by the school and their behaviors; 
and self-esteem, which for this study, was the belief in the worth of oneself.
The above-mentioned variables of bonding, academic self-concept, perception of 
opportunity, and self-esteem were measured by questions taken from the Wisconsin Youth 
Survey instrument developed at the University of Wisconsin. The study was done with a 
pre-post test design. The variables were measured at three intervals during the year, 
including a pretest at the first of the year, a midyear test, followed by a post-test at the end 
of the year.
In addition to the five dependent variables measured, the number of credits earned 
as well as the holding power of the program, were examined and compared between the 
two groups as indication of educational engagement The number of credits earned was 
based on the total amount of academic credit awarded to a student upon successful 
completion of coursework. The holding power of the program was measured by the 
number of students who had not dropped out of the program. Those students withdrawn 
as a W4A (failure to attend) or W6A (whereabouts unknown) were considered to be 
dropouts for this comparison.
In selecting the variables, social bonding, perception of school, and self-concept, 
the emphasis was on measuring the improvement on those student attitudes and orientations
7 0
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that are conducive to school membership. If a program designed for at-risk students is 
going to be effective, then it must address the negative attitudes and orientations that 
students have towards school, and the interventions must work to change and improve 
these attitudes.
At-risk students come to school disadvantaged, and their chances of success are 
greatly reduced by counterpressures from their home and environment outside school. The 
explicit goal of education is that students should acquire positive self-concepts and take 
responsibility for their actions. If an alternative education program can address these 
fundamental issues, research has found that it will have a much greater impact encouraging 
students to remain in school.
The pretest survey used was intended to achieve several purposes, including:
1) provide demographic information on the student including age, gender, ethnicity, school 
aspirations, family background, SES status; 2) reasons used for dropping out of school;
3) personal and school behaviors that may contribute to being at-risk; 4) patterns of 
absenteeism/truancy; and 5) attitudes towards school. The students were asked to fill out 
the pre-test upon enrollment in the educational program, and the questions used on the pre­
test survey were taken from a survey developed by Aspira of America, an educational 
organization. Some questions were included on the pre-test only, and include the 
follovring:
Subject Question Numbers
Dropping out of school 10-23
School absenteeism/truancy 31-41
Personal/school behaviors 42-47
Feelings about school 50-53
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The post-test surveys were intended to measure only those orientations and/or 
attitudes the programs should have an effect on, including: 1) school and personal 
behaviors; and 2) attitudes toward school. The second source for the post-test survey was 
the Wisconsin Youth Survey, developed at the University of Wisconsin-Madison as a 
means of assessing the impact of various interventions specifically designed for at-risk 
student populations. It was pilot-tested with about 270 sophomore students in three 
midwestem high schools who represented a full range of abilities and socioeconomic 
conditions. The instrument was shown to be able to identify changes in student attitudes 
and orientations attributable to program interventions of relatively short duration of one 
year or less. The students completed the post-test at two intervals including the end of the 
semester and the end of the school year. Following are the type and number of questions 
used from this survey including scale items and rdiabilities where appropriate:
Subject Reliabilities Question Numbers
Demographics 
Bonding - school 
Bonding - teachers 
Academic self-concept 
Perception of opportunity 
Self-esteem
.76
.76
.64
.69
.70
1-9
54-59,69
60,62-65,67,71,77
61,66,76-78-80
68,70,75
72-74
Mode of Analysis
This study was primarily a correlational study with the objective being to ascertain 
the strength of the relationship between the dependent variables of school membership.
7 2
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including bonding, academic self-concept, perception of opportunity, and each alternative 
program. Hie pretest was used to equalize the two student groups. In addition, descriptive 
statistics were utilized to describe the student groups and inferential statistics were used to 
attempt to generalize to the populations from which the samples were taken.
Descriptive statistics were used as a measure of comparison between the groups on 
the pretest and post-test results. Percentages were used to describe the ethnic makeup, 
family background and personal behavior of the student groups.
Hie main threat to the internal validity of nonequivalent comparison-group 
experiments is the possibility group differences on the post-test are due to pre-existing 
group differences rather than to a treatment effect (Borg and Gall, 1989). To alleviate this 
problem, analysis of covariance was used to reduce any effects that are due to initial group 
differences.
Analysis of covariance was used to describe the pretest/post-test results of the 
dependent variables of bonding, academic self-concept, perception of opportunity, and 
self-esteem, with the covariant being the pretest The average number of credits earned by 
each student group were also analyzed by analysis of covariance and the number of 
students dropping out of each program was examined to document the holding power of 
each program.
7 3
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CHAPTER 4
RESULTS
Hypothesis
Hiis study examined two alternative education programs designed to encourage 
at-risk students to remain in high school until graduation. The first program. Horizon High 
School is an alternative high school, to which students are referred that are deemed at-risk 
by a combination of factors including credit deficiency and fiequent absenteeism. Students 
may stay in the program for as little as a semester and return to their traditional high school 
or may opt to stay until graduation. The second program is known as the GIF, and is 
operated as a school-within-a-school by area high schools. Students are placed in the 
program primarily as a result of extensive absenteeism and remain in the program until the 
end of the semester in which they were enrolled. At that time, they would typically return 
to the regular school program.
The purpose was to identify the ability of each program to change school-related 
attitudes and orientations that may contribute to the student dropping out of school. The 
variables measured included school and teacher bonding, academic self-concept, perception 
of opportunity and self-esteem. The study was conducted as a comparison between the 
two programs on the above-mentioned variables.
A secondary purpose of the study was to examine the program's ability to engage 
students in educational achievement as measured by the total number of credits earned and 
the holding power of the program. The number of credits earned was measured over the
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course of the year and was based on the number of courses the students successfully 
completed. The holding power of the program was measured using the number of students 
withdrawn for failure to attend or whereabouts unknown.
Initial Data
A total of 112 students were selected as part of the GIP group from four area high 
schools. The students from Horizon High School were chosen based on prior attendance 
at the same high schools as the GIF students who participated in the study. A total of 102 
students were in the initial Horizon High School group. At the end of the school year 40 
students in the GIF group completed all parts of the study and 46 Horizon High School 
students. Table 8 documents the status of all students in both original groups.
Table 8
Ending Status of Original Samples
Horizon (0 .-1 0 2 ) GIP tn .= ii2 )
Still Enrolled 65 63.7% 58 51.8%
W ithdraw n
Out/Dlstrlet 8 7.8% 1 1 9.8%
Other Program 22 21.6% 14 12.5%
Dropout 7 6.9% 29 25.9%
n n
C om pleted  Surveye 46 45.1% 40 35.7%
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Table 8 (cont.)
Ending Status of Original Samples
S c h o o l
Horizon (IL -46) GIP (n.=4 0)
E ldorado 20 43.5% 6 15.0%
La# Vagaa 7 15.2% 16 40.0%
V a lle y 11 23.9% 7 17.5%
W aatarn 8 17.4% 11 27.5%
Slightly more students were still enrolled in the Horizon High School program at 
the end of the year than the GIP program. Over four times as many GIF students (29) 
dropped out of school as compared with the Horizon High School students (7). A student 
was considered a dropout if they were withdrawn as a W6A (whereabouts unknown) or a 
W4A (refusal to attend alternative program). Nearly equal numbers of students in each 
group left the district
Various data were initially gathered on all students to serve as a basis of comparison 
between the two groups. Included was personal demographic data, such as age, sex and 
ethnicity. It also included family background measured by who the student lives with and 
education level and occupation of parents. The student's attitudes toward dropping out of 
school were surveyed, as well as past school behavior and future educational aspirations. 
Finally, the mathematical and reading abilities of the students were documented using 
standardized stanines. These initial comparisons are documented in Tables 9-14.
Since both programs service students in grades 9-12, the age of the students will be 
very similar. Table 9 summarizes sex and ethnicity. This table shows the GIF group 
having slightly less females. Ethrtically, the GIF group also had more Hispartics which 
was probably due to a higher number of GIF students being at Las Vegas High School, 
which has a high concentration of Hispanic students.
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Table 9
Initial Comparison Data of Students; Sex and Ethnicity
H orizon (n.= 4 6 ) GIP (IL=40)
S a x
Female 23 50.0% 14 35.0%
Male 23 50.0% 26 65.0%
E th n ic ity
White 24 52.2% 20 50.0%
Black 20 43.5% 8 20.0%
Aelan 0 0.0% 2 5.0%
Am Indian 0 0.0% 0 0.0%
Hlapanic 2 4.3% 10 25.0%
Academically, as measured by standardized stanines which are calculated by 
weighting a combination of standardized test scores and GPA, both groups scored slightly 
below the national average of five in both reading and mathematics. The stanines were 
analyzed by use of a t-test and the means were not statistically different Complete results 
are shown in Table 10.
Table 10
Initial Comparison Data of Students Mathematics and Reading Ability
MEASUREMENT Horizon (n.«46) GIP (D .-40)
M SD M
t
SD Value
2 tailed  
t e s t
Math Stanine 4.08 1.83 4.03 2 .12  0 .13 0.900
Reading Stanine 4.50 2.08 3.83 2 .1 0  1.63 0.112
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Family background information was gathered on each group including who the 
student lives with and the occupations and education level of parents. The results, shown 
in Table 11, indicate some differences between the two groups. The Horizon High School 
group had slightly more students who lived with another relative. There was also some 
indication of differences between the educational levels of parents between the two groups. 
The Horizon High School students reported more of their mothers and fathers with higher 
levels of education, including more fathers with high school diplomas and both parents 
having some college, as compared with the parents of the GIP students.
Table 11
Initial Comparison Data of Students Familv Background
H orizon (n .s 4 6 ) GIP (n .= 40)
L ives With
Father Only 2 4.3% 2 5.0%
Mother Only 15 32.6% 20 50.0%
Both Parents 19 41.3% 16 40.0%
Othsr Relative 8 17.5% 1 2.5%
On HIs/Her Own 2 4.3% 1 2.5%
F ather's O ccupation
D eceased 4 8.7% 1 2.5%
Unemployed 6 13.0% 5 12.5%
Laborer 8 17.4% 12 30.0%
Craftsman 24 52.2% 14 35.0%
Professional 3 6.5% 4 10.0%
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Table 11 (cont.)
Initial Comparison Data of Students Family Background
H orizon (fl.=  4 6 ) GIP ( J L = 4 0 )
Father's E duestion
Don't Know 1 0 2 1 .7 % 1 2 3 0 .0 %
L sss Thsn High School 4 8 .7 % 8 2 0 .0 %
High School 1 7 3 7 .0 % 7 1 7 .5 %
Som s C ollege 11 2 3 .9 % 4 1 0 .0 %
C o lle g e 3 6 .5 % 7 1 7 .5 %
M other's O ccupation H orizon ( 1 L « 4 6 ) GIP (IL *  4  0  )
D e c sa se d 0 0 .0 % 0 0 .0 %
U n em p loyed 9 1 9 .6 % 6 1 5 .0 %
L a b o rer 2 6 5 6 .5 % 2 4 6 0 .0 %
C r a ftsm a n 8 1 7 .4 % 3 7 .5 %
P r o f e s s io n a l 3 6 .5 % 6 1 5 .0 %
M other's Education
Don't Know 7 1 5 .2 % 6 1 5 .0 %
Less Than High School 7 1 5 .2 % 7 1 7 .5 %
High School 1 2 2 6 .1 % 1 7 4 2 .5 %
Some College 1 5 3 2 .6 % 5 1 2 .5 %
College 5 1 0 .9 % 5 1 2 .5 %
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As part of the background data gathered, post-secondary plans of the students in 
each group were surveyed. All students in both samples plan on finishing high school. 
About one-third in each sample plan on graduating from high school only, attending 
vocational school, or going on to college. About ten percent in each group plan on 
continuing on to an advanced degree. The complete results are shown in Table 12. 
Table 12
Post-Secondary Education Goals 
P o « t-S * e o n d a r y
:ation Goals H orizon (n.B 4 6 ) GIP (B.= 4 0 )
Lass Than High School 0 0.0% 0 0.0%
High School Only 15 32.6% 11 27.5%
Vocational School 13 28.3% 13 32.5%
College 14 30.4% 12 30.0%
Advanced Degree 4 8.7% 4 10.0%
Students were asked to respond to a number of items intended to identify school 
discipline problems. Results are displayed in Table 13. Nearly 100 percent of each group 
report some discipline problems in school as well as having their parents called to school. 
Slightly more Horizon High School students (19.5 percent to 12.5 percent) than GIF 
students reported discipline problems serious enough to warrant suspension from school. 
However, slightly more GIF students report being sent to Opportunity School than 
Horizon High School students.
Opportunity School is a time-out program, separate from the home school, for 
serious discipline problems. The students spend up to nine weeks or more in Opportunity 
School before being returned to the home campus. About one-third of students in each 
group report being held back a grade.
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Table 13
Self-Reported School Discipline
D is c ip l in e  H orizon (n .= 4S) GIP (n .= 40)
D isc ip lin e  problem s 45 97.8% 40 100.0%
Parents called to sch oo l 46 100.0% 40 100.0%
Suspended  from sch o o l 9 19.5% 5 12.5%
O pportunity S ch oo l 7 15.2% 9 22.5%
Repeated a grade 15 32.6% 11 27.5%
When students were asked if they had considered dropping out of school, and the 
reason, both groups answered nearly identically in all categories with the exception of "Not 
enough credits to graduate." More than 43 percent of Horizon High School students 
indicated they have or may drop out of school due to credit deficiency, as compared with 
less than 18 percent of GIP students. This indicates the Horizon High School students 
tend to be more credit-deficient than the GIF students, which could increase their likelihood 
of making the decision to stop attending school. Students could indicate as many reasons 
as were applicable, so the totals shown in Table 14 may be greater than 100 percent
Data Analysis
The five dependent variables, including school and teacher bonding, academic 
self-concept perception of opportunity, and self-esteem were measured at three different 
intervals over the course of the year. The student survey, which measured the five 
variables, was administered at the beginning of the year for each group, at the end of the 
first semester and at the end of the school year. Analysis of covariance was then used to 
determine whether the sample means were significantly different from one another. The
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Table 14
Reasons for Dropping Out
Dropping Out of School
H orizon (11=46) GIP (11=40)
Take care of sib llnga 11 23.9% 8 20.0%
To get married 7 15.2% 7 17.5%
To work for spending money 22 47.9% 18 45.0%
Didn't like sch o o l 24 52.1% 17 42.5%
Nobody cares 11 23.9% 6 15.0%
To help support family 15 29.6% 8 20.0%
Trouble with the law 2 4.3% 4 10.0%
Alcohol or drugs 5 10.9% 1 2.5%
Friends dropped out 1 2.2% 2 5.0%
To run away from home 3 6.5% 1 2.5%
Not enough credits 20 43.5% 7 17.5%
Held back In school 1 2.2% 2 5.0%
Becam e Pregnant/Had child 5 10.9% 4 10.0%
Girlfriend pregnant/H ad child 1 2.2% 4 10.0%
analysis of covariance was accomplished twice, once to compare the midyear means and 
again to compare the post-test means of each group. In each instance, the pretest was used 
as the covariant with the independent variable being the program in which the student was 
enrolled.
The results are shown on Table 15. The dependent variables of school bonding, 
teacher bonding, and academic self-concept were all statistically significantly different at the 
.001 level or above, both at the midyear and end-of-year intervals. Self-esteem was
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Table 15
Differences between Horizon and GIP Groups on Dependent Variables
A tt itu d e HORIZON Ns46 GIP Ns40 F -V alu e SIgnll
M M of
S chool Bonding
Pretest 19.85 20.23
Midyear Test 20.83 18.50
Adjusted 21.62 18.47 19.64 * * .0 0 0
Post-test 21.61 18.58
Adjusted 21.62 18.57 7.52 ** .001
T eacher Bonding
Pretest 22.05 22.55
Midyear Test 23 .33 21.08
Adjusted 21.76 20.92 10.88 * * .0 0 0
Post-test 25 .57 20.85
Adjusted 25.60 20.81 7 .47 ** .001
A cadem ic S elf-C on cep t
Pretest 16.85 17.70
Midyear Test 18.37 16.12
Adjusted 18.53 15.94 13.58 * * .0 0 0
Post-test 19.04 16.05
Adjusted 19.10 15.99 7.38 ** .001
P erception  of Opportunity
Pretest 7.95 8.75
MidYear test 8 .80 8.30
Adjusted 8.86 8.23 1.974 .145
Post-Test 8.91 8.68
Adjusted 8.95 8.63 .83 .44
S e lf -E s te e m
Pretest 9.85 10.18
Midyear Test 9 .57 9.60
Adjusted 9.62 9.59 4.44 * 0 .0 2
Post-Test 10.22 10.30
Adjusted 10.25 10.27 3.04 * .0 5
F < .05 ** F < .01
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significant to the .05 level for the post-test and at the .02 level for the midyear test In all 
these cases, the Horizon High School group's attitudes as measured in these areas, 
improved significantly over the students enrolled in the GIP program. The only dependent 
variable which showed no significant difference between groups was perception of 
opportunity. Although the mean measured for the Horizon High School group improved 
over the course of the year, while the mean for the GIP students decreased, analysis of 
covariance showed no significant difference.
In addition to measuring the difference in the five main dependent variables, a 
secondary purpose of the study was to measure academic engagement, as measured by the 
number of credits earned by the students enrolled in each program. The results, shown in 
Table 16, were again analyzed by analysis of covariance. The covariate in this case was 
the number of credits the students had at the beginning of the program.
TABLE 16
Differences between Horizon and GIP Groups on Dependent Variables
Horizon (n«46) GIP (n.«40)
M M F -  Significance
value of F
Crédita Earned
PreTest 6 .53 7.83
PostTest 10.00 11.66
Adjusted 10.51 11.07 1.05 0.31
The results of the study indicate a significant differences between the post-test 
means for four of the five dependent variables. These variables including school bonding, 
teacher bonding, academic self-concept, and self-esteem, indicated significantly different 
means on the midyear test and post-test, with the Horizon High School group's mean
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showing more improvement than the GIP mean. Therefore, the null hypothesis can be 
rejected for these variables. However, the null hypothesis cannot be rejected for the other 
dependent variable of perception of opportunity.
The Horizon High School group showed no significant difference over the course 
of the year as compared with the students in the GIP program on the dependent variable of 
perception of opportunity. The means were also compared for the number of credits each 
group ended the year with, and there appeared to be no significant difference in the number 
of credits each group earned.
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CHAPTER 5 
SUMMARY AND CONCLUSIONS 
Summary
This study examined two alternative education programs designed to encourage 
at-risk students to remain in school. The purpose was to identify the ability of each 
program to change the school-related attitudes and orientations that may contribute to the 
student dropping out of school (school and teacher bonding, academic self-concept, 
perception of opportunity, self-esteem). The study was conducted as a comparison 
between the two programs and the effect each program would have on students on the 
above-mentioned variables.
The first program. Horizon High School, is an alternative high school intended for 
those students who because of academic and/or personal reasons find it difficult to 
successfully meet the demands of the traditional high school. A student must be 
interviewed by a guidance counselor and recommended for placement Enrollment is 
contingent upon the program meeting the needs of the student The students have the 
option of attending school or being placed on a program of independent study. Horizon 
High School is maintained as an open-enroUment/open-exit program which allows the 
students to enter and leave the program at any time. The duration of the placement will be 
dependent on various factors and will vary from several weeks to several years.
The second program, the GIP is an alternative program of study for grades nine 
through twelve available to students only through their home school. It is located in most 
comprehensive high schools throughout the metropolitan area and can accommodate all
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identified students. Hie GIP program offers a basic high school curriculum, including 
English, social studies, mathematics, science, and counseling and/or tutoring.
This program is intended for those students who, primarily because of excessive 
absenteeism, find it difficult to successfully meet the academic demands of high school.
The program is designed for the majority of students who have been absent in excess of ten 
days a semester. The students attend school four days a week for three hours a day at their 
home school site, at the conclusion of the regular school hours. The duration of the 
placement is for the remainder of the semester in which the student was placed in the 
program.
The variables measured were chosen based on the vast amount of literature that has 
been compiled on at-risk students which suggests that the act of dropping out is not caused 
by any single phenomenon, but rather is the result of many economic, personal and social 
conditions, that negatively affect a student's academic performance and behavior in school.
Students who are designated as at-risk, in danger of, or have dropped 
out-of-school, differ significantly from those who choose to remain in school. These 
differences include background, educational achievement and other school-related 
behaviors, out-of-school activities, educational aspirations, and attitudes toward self and 
society. The theory this study addressed was based on a body of research that suggests 
that a student who is academically unsuccessful, exhibits patterns of high absenteeism 
and/or truancy, and experiences feelings of alienation, detachment and isolation in regard 
to their school experiences, which can be referred to as a lack of school membership, is at a 
much higher risk of being designated as at-ridc and eventually dropping out of school.
This student has a lack of socialization skills and feels that he has no bonds within 
the school environment, with a very differing set of values and norms. For an alternative 
educational program that is dedicated to the at-risk student, it is important these concepts be
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incorporated into the program. One measurement of the success of the program can be 
based on data that measures changes in these areas.
The dependent variables measured included: school and teacher bonding, which is a 
social-psychological state or outcome in which a student is attached, committed, involved 
and has belief in the norms, activities and people of the school; academic self-concept, 
which is the degree to which the student feels that they are perceived in a positive manner 
by their teachers, and how successful that they feel in regard to school; perception of 
opportunity, which is the perception the student feels in regard to their possible 
opportunities in the future and how they may be affected by the school and their behaviors; 
and self-esteem, which for this study was the belief in the worth of oneself.
The above-mentioned variables of bonding, academic self-concept, perception of 
opportunity, and self-esteem were measured by questions taken from the Wisconsin Youth 
Survey instrument, developed at the University of Wisconsin. The study was done with a 
pre-post-test design. The variables were measured at three intervals during the year, 
including a pretest at the first of the year, a midyear test, followed by a post-test at the end 
of the year.
In addition to the five dependent variables measured, the number of credits earned, 
as well as the holding power of the program, were examined and compared between the 
two groups as indication of educational engagement The number of credits earned was 
based on the total amount of academic credit awarded to a student upon successful 
completion of coursework. The holding power of the program was measured by the 
number of students who had not dropped out of the program. Those students withdrawn 
as a W4A or W6A were considered to be dropouts for this comparison.
In selecting the variables, social bonding, perception of school, and self-concept, 
the emphasis was on measuring the improvement on those student attitudes and orientations 
that are conducive to school membership. If a program designed for at-risk students is
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going to be effective, then it must address the negative attitudes and orientations that 
students have towards school, and the interventions must woik to change and improve 
these attitudes.
At-risk students come to school disadvantaged and their chances of success are 
greatly reduced by counteipressures from their home and environment outside school. The 
explicit goal of education is that students should acquire positive self-concepts and take 
responsibility for their actions. If an alternative education program can address these 
fundamental issues, research has found that it will have a much greater impact encouraging 
students to remain in school
The five dependent variables were analyzed using analysis of covariance with the 
covariant being the pretest The major findings of the study are as follows:
1. Horizon High School had a statistically significant effect at the .01 level or 
more, on students for three of the five dependent variables measured. The 
variables which included school bonding, teacher bonding, and academic 
self-concept all showed improvement for the Horizon High School 
students, while the GIF group's mean actually decreased over the course of 
the year.
2. The fourth dependent variable, self-esteem, also had a statistically 
significant effect for the Horizon High School students, but at a .05 level. 
Although self- esteem initially decreased for each group by mid-year, it had 
increased by the post-tesL
3. The last dependent variable, perception of opportunity, showed no 
difference between the groups. Although the Horizon High School group's 
mean increased over the course of the year, and the GIF group's mean 
decreased, the F-value did not show a significant difference.
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4. Educational engagement, as measured by the number of credits earned 
showed no significant difference between the groups. The Horizon High 
School group initially started the year more than a credit behind the GIF 
group, and continued to maintain that status by the end of the year. The F- 
value was not great enough to show any statistical difference.
5. The holding power of the Horizon High School program seemed to be 
greater using the number of students who dropped out of the program. The 
Horizon High School group had only 7 students withdrawn due to failure to 
attend or whereabouts unknown, as compared to 29 for the GIF group.
Relation to the Theoretical Framework
Theoretically, many researchers feel that at-risk students differ from those deemed 
not at-risk in many ways. Cervantes (1965); Birman and Natriello (1978); Kumar and 
Bergstrand (1979); Kaplan and Luck (1977); and Newmarm (1981); all indicate that 
dropping out of school is a symptom associated with many of the social and academic 
characteristics of the students. There is agreement that although there may be a multitude of 
reasons for a student dropping out of school, those related to a student's experiences in 
school play a big part
The researchers feel it is important for schools to establish strategies and 
experiences that address the self-perception of the student and their perception of school, 
and ultimately provide at-risk youth with a positive and rewarding experience that will 
encourage them to remain in school and be effective oiough to promote their learning and 
development Schools must be able to alter fundamental school-student interactions, and 
be able to engage those who have become alienated. This, then, will encourage more 
students to remain in school
The initial elements of this theory of dropout prevention is supported by the work
9 0
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of Wehlage (1989) who refers to it as the concept of school membership. Basic needs of 
the student in relation to the goals of the school are defined in terms of : attachment, 
commitment, involvement and belief, which can be measured in changes in the student's 
attitudes toward school and themselves. Once a student attains a sense of school 
membership, then educational engagement should take place. Some assistance must be 
directed to the individual student to help the student feel a need and desire to perform 
successfully in school.
In measuring the effectiveness of the programs under study, school membership 
was viewed as a goal within which a measurement of success can be attributed to the 
interventions provided by the alternative educational programs. Newmarm (1981) believes 
that alternative educational interventions must continue their "efforts to reduce student 
alienation while recognizing that there are many aspects of alienation that carmot be 
eliminated, but can be minimized by the actions of teachers, administrators and the 
institution." The programs investigated determined how effectively they are meeting the 
students' needs through the concept of school membership.
The findings of this study seem to support this theory. The study showed Horizon 
High School as having a statistically significant effect on students on four of the five 
measured variables, which seemed to increase the holding power of the school. Three 
times as many students dropped out of the GIF program as compared with the Horizon 
High School program. A sense of school membership, as measured by the dependent 
variables, seemed to have improved for the Horizon High School students.
The Horizon High School students viewed school with a much more positive 
attitude than the GIF students, as measured by school bonding. While the Horizon High 
School students' mean score continued to increase over the course of the year, the GIF 
students' mean initially decreased while they were involved in the program and then 
showed a slight increase when they returned to their regularly scheduled classes.
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This sense of school membership seemed to be strengthened by the dependent 
variable of teacher bonding. This variable, which measures the students' attitudes toward 
their teachers, continued to increase for the Horizon High School students while the GIF 
students' mean continued to decrease over the course of the year.
This positive increase for Horizon High School students in the areas of teacher and 
school bonding, may have contributed to the increase in their academic self-concept This 
variable, which measures how successful the students feel towards academics, continued to 
increase for the Horizon High School students, while decreasing for the GIF students.
Finally, the positive effect measured for these variables may have again contributed 
to the increase in self-esteem for the students in the Horizon High School program. While 
the GIF group's mean also increased, it was not as great as the one for the Horizon High 
School group.
Conclusions
The null hypothesis was rejected for four of the five dependent variables. This 
would seem to indicate the Horizon High School program seemed to have a greater positive 
effect on students' attitudes toward school, teachers, and their own academic self-concept, 
including self-esteem. The GIF program, in fact, seemed to have a negative effect on the 
students' attitudes in these areas. This may be confirmed by the specific effect measured 
by school bonding. While the students were involved in the GIF program, school bonding 
went down, and when they returned to their regular classes it increased slighüy, though the 
post-test mean was still below the pretest mean.
This would seem to indicate the Horizon High School program places a greater 
degree of emphasis on the element of bonding, and based on the results may view it as one 
of their main goals. By highlighting the elements included in bonding, the Horizon High 
School program seeks to create an environment conducive to individualized planning.
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where staff takes a more personal interest in the development of their students.
The GIF program, on the other hand, seems to be an extension of the traditional 
school setting which had previously not been successful with the students. Students are 
expected to perform with no special attention given to those problems that may have 
contributed to their at-risk status. This seems to be confirmed by the GIF means which, 
for most variables, actually declined over the course of the year.
The fifth dependent variable, perception of opportunity, which seeks to measure the 
perception the students feel in regard to future opportunities, showed no difference between 
groups. This may be due to no specific component in neither the Horizon High School 
program nor the GIF program that specifically addresses improving this variable, such as 
career plarming.
Although there was improvement in four of the five dependent variables for the 
Horizon High School group, and less students dropped out, this did not translate into an 
increase in the number of credits earned as compared with the GIF group. At first glance, 
this may seem to indicate that a change in the attitudes and orientations a student feels 
toward school does not guarantee educational engagement
What one must keep in mind is the original status of each group in academic terms. 
The Horizon High School group tended to be older and more credit deficient and indicated 
they would be more likely to drop out of school because of this credit deficiency. This may 
indicate that the Horizon High School group may be more handicapped acadentically, and 
although these students did not earn more credit than the GIF, even earning close to the 
same may indicate a higher degree of educational engagement than would be expected. 
Should the study have extended to a longer period of time, this effect may be more 
recognizable.
When all the data is analyzed, it is apparent the Horizon High School group 
improved more over the course of the year in their attitudes and orientations towards school
9 3
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than the GIF group. The research indicates this is important in being able to retain at-risk 
students in school until graduation. This improvement would then seem to indicate that, in 
the long run, the Horizon High School program will be able to assist at-risk students in 
overcoming those school-related problems which may have in the past pushed them to 
quitting school.
The GIF program seems to have negatively affected the participants' attitudes in the 
measured areas. Since the GIF program is a short-term time-out program, this negative 
impact may not cause the students to quit school immediately, but may continue to 
negatively impact their attitudes toward school This may cause their future performance to 
suffer, which may in turn contributes to their dropping out sometime in the future.
Implications for Practice
The results of this study should help to confirm that if at-risk programs are to be 
effective they must address basic issues relating to the students' negative perceptions 
toward school and themselves. A program should specifically address issues and 
incorporate specific interventions which will assist in the improvement and modification of 
school attitudes and orientations that may negatively affect students' performance in school.
Although this study only examined five variables that have been fotmd to be 
important in at-risk programs, there are many more which have been found to be effective 
in changing the negative attitudes and behaviors of at-risk students. Administrators and 
teachers involved in alternative education programs should thoroughly know who their 
populations are, what special characteristics they may have, and what special interventions 
may be needed. Then based on this information, programs should incorporate specific 
strategies that will seek to change and improve students' attitudes toward school which may 
hamper their potential success and possibly cause them to drop out
9 4
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Recommendations for Further Research
Special emphasis should be given to assessing the effectiveness of alternative 
programs by nontraditional means. Since alternative programs are intended for those 
students who have not been successful in a traditional school setting, the programs 
themselves must utilize nontraditional methods, which would indicate nontraditional modes 
of assessment be used. This assessment could include comparisons of students 
longitudinally, tracking their progress and comparing it to their prior achievements. It 
could also include program assessment, dociunenting the progress of the program, through 
such ways as student attendance, academic achievement, and holding power of the 
program.
Special emphasis should be placed on assessing what types of training are effective 
with staff who work with at-risk students. Research has documented that at-risk students 
have special needs that must be addressed for them to be successful in school. This study 
supports that knowledge. More research should be done at the university level on at-risk 
students concentrating on methods of delivery and the interpersonal interactions between 
staff and students that will lead to higher levels of educational engagement by at-risk 
students. Staff should then be trained in the skills necessary for practical application in the 
schools which will facilitate and assist at-risk students.
All levels of educational institutions should sincerely promote the expansion of 
alternative education options, should sincerely promote the restructuring of the traditional 
schools and their activities to better serve the at-risk population. Teachers and counselors 
should have access to better information concerning their different populations of students, 
and be encouraged to revisit their delivery of service to better serve at-risk students.
To enable programs like Horizon High School to grow and flourish, and to better 
serve this ever-growing population of at-risk students, programs like this must be allowed 
to have the time to grow and improve, ability to be fairly assessed based on nontraditional
9 5
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methods, such as those involved in this study and support from other more traditional 
programs.
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APPENDIX I 
PRETEST SURVEY
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I. Information About You
1. How old are you?
(A) 14 (B) 15 (C) 16 (D) 17 (E) 18 or older
2. What is your sex?
(A) F (B) M
3. To what ethnic group do you belong?
(A) Black (B) White (C) Hispanic (D) American Indian (E) Asian
4. How far would you JiKfi to go in school? (check one)
(A) Less than high school graduation
(B) High school graduation only
(C) Vocational, trade, or business school after high school
(D) Finish college
(E) Advanced degree
5. Whom do you live with? (check one)
(A) Father only
(B) Mother only
(C) Father and mother
(D) Another relative or guardian
(E) On my own
6. Please indicate your father's occupation by selecting the category which comes closest 
to describing your father's (stepfather's or male guardian's) present job. If he is 
retired, please provide information about his last job.
(A) Deceased
(B) Unemployed
(C) Laborer such as construction worker, car washer, waiter, janitor, store
clerk, mail carrier, bus or truck driver
(D) Craftsman, technical or managerial, such as carpenter, baker, mechanic,
police and fire, manager, sales, government worker
(E) Professional, such as engineer, doctor, teacher, dentist, lawyer,
scientist, clergy
7. Father's education
(A) Don't know
(B) Less than high school graduation
(0) High school graduation only
(D) Some college
(E) Finished college
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8. Please indicate your mother's occupation by selecting the category which comes 
closest to describing you mother's (stepmother's or female guardian's) present job. If 
she is retired, please provide information about her last job.
(A) Deceased
(B) Unemployed
(C) Laborer, service or clerical worker, such as beautician, waitress, maid,
office clerk, store clerk, mail carrier, construction, truck or bus driver
(D) Craftsman, technical or managerial, such as carpenter, baker, mechanic,
police and fire, manager, sales, government worker
(E) Professional, such as engineer, doctor, teacher, dentist, lawyer,
scientist, clergy
9. Mother's education
(A) Dont know
(B) Less than high school graduation
(C) High school graduation only
(D) Some college
(E) Finished coliege
II. Dropping Out of School
If you have ever thought about dropping out of school, Indicate 
Important the things below were In making a decision.
10. To take care of younger brothers or sisters.
(A) A lot (B) Somewhat (C) A little (D) Not at all
11. To get married.
(A) A lot (B) Somewhat (C) A little (D) Not at all
12. To work for spending money.
(A) A lot (B) Somewhat (C) A little (D) Not at all
13. I dorit like school.
(A) A lot (B) Somewhat (C) A little (D) Not at all
14. Nobody cares about me at school.
(A) A lot (B) Somewhat (C) A little (D) Not at all
15. To work because the family needs money.
(A) A lot (B) Somewhat (C) A little (D) Not at all
16. I got into trouble with the law.
(A) A lot (B) Somewhat (C) A little (D) Not at all
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17. Because of using alcohol or drugs.
(A) A lot (B) Somewhat (C) A little (D) Not at all
18. My friends dropped out.
(A) A lot (B) Somewhat (C) A little (D) Not at all
19. To run away from home.
(A) A lot (B) Somewhat (C) A little (D) Not at all
20. I don't have enough credits to graduate.
(A) A lot (B) Somewhat (C) A little (D) Not at all
21. I was held back in the same grade.
(A) A lot (B) Somewhat (C) A little (D) Not at all
FOR GIRLS:
22. Because I became pregnant or had a child.
(A) A lot (B) Somewhat (C) A little (D) Not at all
FOR BOYS:
23. Because my girlfriend became pregnant or had a child.
(A) A lot (B) Somewhat (C) A little (D) Not at all
III. School and Personal Behavior
How many times during the last school year has each of the folio
things happened to you?
24. Sent to the Dean for discipline problems.
(A) A lot (B) Sometimes (C) Rarely (D) Never
25. Parents called to school.
(A) A lot (B) Sometimes (C) Rarely (D) Never
26. Suspended from school.
(A) A lot (B) Sometimes (C) Rarely (D) Never
27. Have you ever attended Opportunity Schooi?
(A) Yes (B) No
28. Have you ever repeated a grade?
(A) Yes (B) No
29. If your answer was yes to # 28, what grade?
(A) Kindergarten or 1st grade (B) 2nd or 3rd grade
(C) 4th, 5th or 6th (D) 7th or 8th grade
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30. Have you ever participated in any gang activity? 
(A) Yes (B)No
Generally, when you don't go to school, how Important are the tt 
below In deciding to skip school?
31. Classes are boring.
(A) A lot (B) Somewhat (0) A little (D) Not at all
32. I dont understand what is going on in my classes.
(A) A lot (B) Somewhat (C) A little (D) Not at all
33. I am sick.
(A) A lot (B) Somewhat (0) A little (D) Not at all
34. I have to work to support the family.
(A) A lot (B) Somewhat (0) A little (D) Not at all
35. I don't think school is important
(A) A lot (B) Somewhat (C) A little (D) Not at all
36. I feel out of place.
(A) A lot (B) Somewhat (0) A little (0) Not at all
37. I have to stay home to take care of other children.
(A) A lot (B) Somewhat (C) A little (D) Not at all
38. I didnt do the homework.
(A) A lot (B) Somewhat (0) A little (D) Not at all
39. I am late.
(A) A lot (B) Somewhat (0) A little (0) Not at all
40. I hang around with friends.
(A) A lot (B) Somewhat (0) A little (D) Not at all
41. I am afraid of getting beat up in school.
(A) A lot (B) Somewhat (0) A little (D) Not at all
How often do you do each of the following:
42. Drink alcohol or use drugs
(A) Alot (B) Sometimes (C) Rarely (D) Never
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43. Talk back to teachers
(A) A lot (B) Sometimes (C) Rarely (D) Never
44. Skip classes
(A) A lot (B) Sometimes (C) Rarely (D) Never
45. Are absent from school
(A) A lot (B) Sometimes (C) Rarely (D) Never
46. Get Into fights with other students
(A) A lot (B) Sometimes (C) Rarely (D) Never
47. Not complete homework
(A) A lot (B) Sometimes (C) Rarely (D) Never
48. Do you have a paying job?
(A) Yes (B)No
49. if yes to # 48, how many hours do you work a week?
(A) Less than 5 hours (B) 5-10 hours (C) 11-15 hours
(D) 16-20 hours (E) More than 20 hours
IV. How You Feel About School
50. How do you feel about going to school?
(A) I like school (B) I like school more or less (C) I don't mind
school
(D) I don't like school (E) I hate school
51. How do you feel when you dont do well in school?
(A) I work harder (B) It discourages me (C) I dont care
52. How do you feel most of the time at school?
(A) Happy (B) OK (C) Angry or frustrated (D) Not important
53. Is school worthwhile to you?
(A) Often (B) Sometimes (0) Rarely (D) Never
How often do you agree with the following?
54. I feel satisfied with school because I am learning a lot.
(A) Often (B) Sometimes (0) Rarely (D) Never
55. I think school is a real chance for me; it can make a difference in my life.
(A) Often (B) Sometimes (0) Rarely (D) Never
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56. Even if I could get a good job at present, I would choose to stay in school.
(A) Often (B) Sometimes (0) Rarely (D) Never
57. Most of my classes are boring.
(A) Often (B) Sometimes (C) Rarely (D) Never
58. I put a great deal of effort into doing well at school.
(A) Often (B) Sometimes (C) Rarely (D) Never
59. I believe that what I am learning in school will help me to be successful.
(A) Often (B) Sometimes (0) Rarely (D) Never
60. I feel my teachers care about me.
(A) Often (B) Sometimes (C) Rarely (D) Never
61. I feel successful at school.
(A) Often (B) Sometimes (C) Rarely (D) Never
62. Teachers are understanding and friendly.
(A) Often (B) Sometimes (O) Rarely (D) Never
63. Teachers are available to students for individual conferences or just to talk.
(A) Often (B) Sometimes (0) Rarely (D) Never
64. My teachers get to know me well.
(A) Often (B) Sometimes (G) Rarely (D) Never
65. Most teachers seem to like me.
(A) Often (B) Sometimes (0) Rarely (D) Never
66. Most teachers dont expect very good work from me.
(A) Often (B) Sometimes (0) Rarely (D) Never
67. I care what my teachers think of me.
(A) Often (B) Sometimes (C) Rarely (D) Never
68. Other people seem to have a better chance of success than I do.
(A) Often (B) Sometimes (0) Rarely (D) Never
69. I take part in school activities.
(A) Often (B) Sometimes (0) Rarely (D) Never
70. I dont seem to be getting anywhere in life.
(A) Often (B) Sometimes (0) Rarely (D) Never
71. Teachers make me want to learn.
(A) Often (B) Sometimes (0) Rarely (D) Never
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72. I take a positive attitude towards myself.
(A) Often (B) Sometimes (C) Rarely (D) Never
73. I am a person of equal worth; on an equal plane with others.
(A) Often (B) Sometimes (0) Rarely (D) Never
74. On the whole I am satisfied with myself.
(A) Often (B) Sometimes (C) Rarely (D) Never
75. If I can do well in school I will do well later in life.
(A) Often (B) Sometimes (0) Rarely (D) Never
76. I would quit school now if I could.
(A) Often (B) Sometimes (C) Rarely (D) Never
77. Teachers encourage me to do better.
(A) Often (B) Sometimes (0) Rarely (D) Never
78. I am satisfied with my grades.
(A) Often (B) Sometimes (C) Rarely (D) Never
79. I concentrate and pay attention during class.
(A) Often (B) Sometimes (0) Rarely (D) Never
80. I like the subjects that I study at schooi.
(A) Often (B) Sometimes (C) Rarely (D) Never
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I. School and Personal Behavior
How many times during the last semester has each of the following tl 
happened to you?
1. Sent to the Dean for discipline problems.
(A) A lot (B) Sometimes (C) Rarely (D) Never
2. Parents called to school.
(A) A lot (B) Sometimes (C) Rarely (D) Never
3. Suspended from school.
(A) A lot (B) Sometimes (C) Rarely (D) Never
Generally, when you don't go to school, how Important are the tf 
below In deciding to skip school?
4. Classes are boring.
(A) A lot (B) Somewhat (0) A little (D) Not at all
5. I don't understand what is going on in my classes.
(A) A lot (B) Somewhat (0) A little (D) Not at all
6. I am sick.
(A) A lot (B) Somewhat (0) A little (D) Not at all
7. I have to work to support the family.
(A) A lot (B) Somewhat (0) A little (D) Not at all
8. I don't think school is important.
(A) A lot (B) Somewhat (0) A little (D) Not at all
9. I feel out of place.
(A) A lot (B) Somewhat (C) A little (D) Not at all
10. I have to stay home to take care of other children.
(A) A lot (B) Somewhat (0) A little (D) Not at all
11. I didn't do the homework.
(A) A lot (B) Somewhat (C) A little (D) Not at all
12. I am late.
(A) A lot (B) Somewhat (0) A little (D) Not at all
13. I hang around with friends.
(A) A lot (B) Somewhat (0) A little (D) Not at all
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14. I am afraid of getting beat up in school.
(A) A lot (B) Somewhat (C) A little (D) Not at all
How often do you do each of the following:
15. Drink alcohol or use drugs
(A) Alot (B) Sometimes (C) Rarely (D) Never
16. Talk back to teachers
(A) A lot (B) Sometimes (C) Rarely (D) Never
17. Skip classes
(A) A lot (B) Sometimes (C) Rarely (D) Never
18. Are absent from school
(A) A lot (B) Sometimes (C) Rarely (D) Never
19. Get into fights with other students
(A) A lot (B) Sometimes (C) Rarely (D) Never
20. Not complete homework
(A) A lot (B) Sometimes (C) Rarely (D) Never
II. How You Feel About School
21. How do you feel about going to school?
(A) I like schooi (B) I like school more or less (C) I don't mind
school
(D) I don't like school (E) I hate school
22. How do you feel when you dont do well in school?
(A) I work harder (B) It discourages me (C) I dont care
23. How do you feei most of the time at school?
(A) Happy (B) OK (C) Angry or frustrated (D) Not important
24. Is school worthwhile to you?
(A) Often (B) Sometimes (C) Rarely (D) Never
How often do you agree with the following?
25. I feel satisfied with school because I am learning a  lot.
(A) Often (B) Sometimes (C) Rarely (D) Never
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26. I think school is a real chance for me; it can make a  difference in my life.
(A) Often (B) Sometimes (C) Rarely (D) Never
27. Even if I could get a good job at present, I would choose to stay in school.
(A) Often (B) Sometimes (C) Rarely (D) Never
28. Most of my classes are boring.
(A) Often (B) Sometimes (C) Rarely (D) Never
29. I put a great deal of effort into doing well at school.
(A) Often (B) Sometimes (C) Rarely (D) Never
30. I believe that what I am ieaming in school will help me to be successful.
(A) Often (B) Sometimes (C) Rarely (D) Never
31. I feel my teachers care about me.
(A) Often (B) Sometimes (C) Rarely (D) Never
32. I feel successful at school.
(A) Often (B) Sometimes (C) Rarely (D) Never
33. Teachers are understanding and friendly.
(A) Often (B) Sometimes (C) Rarely (D) Never
34. Teachers are available to students for individual conferences or just to talk.
(A) Often (B) Sometimes (C) Rarely (D) Never
35. My teachers get to know me well.
(A) Often (B) Sometimes (C) Rarely (D) Never
36. Most teachers seem to like me.
(A) Often (B) Sometimes (C) Rarely (D) Never
37. Most teachers dont expect very good work from me.
(A) Often (B) Sometimes (C) Rarely (D) Never
38. I care what my teachers think of me.
(A) Often (B) Sometimes (C) Rarely (D) Never
39. Other people seem to have a better chance of success than I do.
(A) Often (B) Sometimes (C) Rarely (D) Never
40. I take part in school activities.
(A) Often (B) Sometimes (C) Rarely (D) Never
41. I dont seem to be getting anywhere in life.
(A) Often (B) Sometimes (C) Rarely (D) Never
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42. Teachers make me want to learn.
(A) Often (B) Sometimes (C) Rarely (D) Never
43. I take a positive attitude towards myself.
(A) Often (B) Sometimes (C) Rarely (D) Never
44. I am a person of equal worth; on an equal plane with others.
(A) Often (B) Sometimes (C) Rarely (D) Never
45. On the whole I am satisfied with myself.
(A) Often (B) Sometimes (C) Rarely (D) Never
46. If I can do well in school I will do well later in life.
(A) Often (B) Sometimes (C) Rarely (D) Never
47. I would quit school now if I could.
(A) Often (B) Sometimes (C) Rarely (D) Never
48. Teachers encourage me to do better.
(A) Often (B) Sometimes (C) Rarely (D) Never
49. I am satisfied with my grades.
(A) Often (B) Sometimes (C) Rarely (D) Never
50. I concentrate and pay attention during class.
(A) Often (B) Sometimes (C) Rarely (D) Never
51. I like the subjects that I study at school.
(A) Often (B) Sometimes (C) Rarely (D) Never
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PRGM STUNUh SCHOO READ MATt CRED1 CRED3
2 499046 ELD 7 4 5 9.75
2 603118 ELD 4 4 0 4
2 358308 ELD 3 4 0 3
2 538191 ELD 5 4 0 5
2 407845 ELD 2 1 0  2
2 11728 ELD 0 0 0 5
2 505324 LV 1 2 12 15.5
2 370994 LV 7 5 5 10
2 287349 LV 2 4 9.7 13.2
2 481352 LV 4 3 8 8.5
2 284941 LV 4 6 17.5 24
2 472008 LV 3 4 13 16
2 282204 LV 8 9 11.5 14
2 574149 LV 2 1 17.5 18.75
2 289808 LV 1 2 13 13.5
2 320398 LV 5 5 11.5 11.5
2 370838 LV 7 8 0 0
2 507130 LV 3 5 18.5 22.5
2 815240 LV 0 0 0 2.5
2 371070 LV 8 4 4 7
2 293485 LV 8 8 17 23
2 350880 LV 3 4 5.5 11.5
2 848755 VAL 0 0 0 1.5
2 388827 VAL 8 8 4 8.5
2 370935 VAL 3 4 0 1
2 421078 VAL 5 9 18 23.5
2 848724 VAL 3 4 18 22.5
2 381488 VAL 2 4 0 2.5
2 395395 VAL 4 4 0 2
2 803889 WES 7 7 7.5 7.5
2 347838 WES 4 5 4 10.5
2 885278 WES 4 4 8.75 10.25
2 293041 WES 4 3 10 16
2 229739 WES 4 4 15 23
2 581754 WES 5 4 18 23.5
2 314152 WES 3 5 3 5
2 827238 WES 0 0 13.25 20.75
2 271379 WES 8 5 18.5 23
2 300593 WES 8 5 18 21
2 892980 WES 8 5 2.5 4
1 374479 ELD 5 2 7 11.5
1 308201 ELD 2 3 9 10
1 294420 ELD 2 3 0 0.5
1 297598 ELD 4 6 14.5 15.5
ERNDCRE AGE SEX
4.75
4 
3
5 
2 
5
3.5 
5
3.5
2.5
8.5 
3
2.5 
1.25
0.5
0
0
8
2.5 
3 
8 
8
1.5
4.5 
1
5.5
8.5
2.5 
2 
0
8.5
3.5 
8 
8
7.5 
2
7.5
6.5 
5
1.5
4.5 
1
0.5
1
3
1
2
1
3
2
5
3 
5 
2
4
4
3
5
4
3 
2
4 
2 
2
4 
2 
2 
2 
1
5 
5 
1 
2 
3 
2
3
4 
4 
3
3
4
5 
4 
3
3
4
3
4
ETHNI*
2
2
2
2
2
2
2
2
3
3
1
2
2
1
3
3
3
1
3
2
2
3
3
2
3
2
3
1
1
2
2
3
2
2
1
2
1
2
2
1
1
2
1
2
GOAL
3
2
3
4 
2 
3
3
4
3
4
3
4
5 
3 
2
3 
2
4 
2
5
4
5
3
4 
2 
2 
2
3 
2
4 
2
3
4
4
5
3 
2
4
4
3
5
4 
2 
2
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PRGM STUNUM LIVESW. DADOCC DADEC MOMOC MOMEI QIC O il 012 013 014
2 499046 3 4 5 3 3 4 3 4 2 3
2 603118 3 3 1 2 3 4 4 4 1
2 358308 3 5 2 3 4 4 3 2
2 536191 3 3 2 3 3 2 4 4 4
2 407645 2 3 3 4 4 3 4
2 11728 3 5 1 3 1 3 1 3 4
2 505324 5 4 1 3 1 2 2 2
2 370994 3 5 5 4 3 3 4 4 4
2 267349 3 2 1 3 2 3 4 1
2 461352 1 3 4 3 3 2 3 2 4
2 284941 2 4 2 3 3 4 4 4 4
2 472008 2 3 5 5 5 3 1 1
2 262204 2 4 4 3 4 4 4 4 4
2 574149 2 1 1 3 4 4 4 3 4
2 289808 2 3 1 3 1 4 4 1
2 320396 2 2 2 2 2 4 4 3 4
2 370836 2 3 1 3 1 3 4 1
2 507130 1 3 3 3 3 4 4 4 4
2 615240 3 3 2 2 2 1 3 1 3
2 371070 3 4 5 5 4 2 1 1 2
2 293465 2 4 1 4 3 4 3 2 2
2 350680 2 5 5 5 3 1 3 3 4
2 646755 2 2 3 2 3 1 4 1 2
2 368627 2 3 2 4 3 1 3
2 370935 4 1 3 2 4 2 1 3
2 421078 3 4 2 2 5 4 4 2 2
2 646724 2 2 3 2 4 4 1 3
2 361486 3 4 3 4 3 4 4 3 3
2 395395 2 2 1 3 2 4 3 1 2
2 603869 3 4 5 5 5 4 2 1 1
2 347636 3 4 4 3 5 3 4 4 4
2 685276 3 3 2 2 1 1 4 4 2
2 293041 2 2 5 3 3 4 4 .3 2
2 229739 3 4 3 3 3 4 4 3 2
2 581754 2 3 1 3 4 4 4 4 4
2 314152 3 4 1 3 1 4 4 3 2
2 627236 2 3 3 5 4 4 4 3 4
2 271379 2 4 3 3 3 4 4 2 3
2 300593 2 4 3 3 3 4 4 3 1
2 692980 2 3 4 5 5 4 2 2 4
1 374479 3 4 4 3 2 4 4 2 1 3
1 308201 4 4 3 3 3 4 4 2 1 2
1 294420 4 2 1 3 1 2 2 1 2 3
1 297596 2 4 2 3 4 2 3 2 3 3
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PRGM STUNUM 015 016 01 018 019 020 0 2 022 023 024 025 026 027 028
2 499046 4 4 4 4 2 4 2 2 2 1
2 603118 4 4 4 4 4 4 2 2 2 1
2 358308 4 4 4 4 4 4 2 1 2 2 2
2 536191 2 3 4 4 4 2 2 2 2
2 407645 4 4 4 4 4 4 2 1 4 2 2
2 11728 1 4 4 4 2 2 2 2 2
2 505324 3 2 3 4 4 2 1 4 2 2
2 370994 4 2 4 4 4 4 2 2 2 2
2 267349 2 4 4 4 4 4 2 2 2 2
2 461352 4 4 4 4 4 4 2 2 2 2
2 284941 4 4 4 4 4 4 2 2 2 2
2 472008 4 4 4 4 4 2 2 2 2
2 262204 4 4 4 4 4 4 2 2 2 2
2 574149 4 4 4 4 4 4 2 1 2 2 2
2 289808 3 4 4 4 4 2 2 1 1
2 320396 3 4 2 4 4 1 2 2 1 2
2 370836 3 3 4 4 2 2 2 2
2 507130 2 4 4 4 4 4 2 2 2 2
2 615240 3 1 3 4 4 4 2 1 3 1 2
2 371070 1 3 2 4 4 4 2 2 2 1
2 293465 4 4 4 4 4 4 2 2 2 2
2 350680 4 4 4 4 4 4 2 2 2 1
2 646755 3 4 4 4 4 2 1 4 1 2
2 368627 4 4 4 4 4 4 2 2 2 2
2 370935 1 3 4 4 4 2 2 2 2
2 421078 4 4 4 4 4 4 2 2 2 1
2 646724 1 3 4 4 4 2 2 2 2
2 361486 4 3 4 4 4 4 2 1 3 2 2
2 395395 1 4 4 4 1 4 2 1 2 2 2
2 603869 3 2 4 2 1 2 1 1
2 347636 4 4 4 4 4 4 2 2 2 2
2 685276 4 4 4 4 4 3 2 2 1 2
2 293041 4 4 4 4 4 4 2 2 2 1
2 229739 4 4 4 4 4 4 2 2 2 1
2 581754 4 4 4 4 4 4 2 2 2 2
2 314152 4 3 4 3 3 4 2 1 2 1 2
2 627236 4 4 4 4 4 4 2 2 1 2
2 271379 4 4 4 4 1 1 2 1 3 2 1
2 300593 4 4 4 4 3 3 2 2 2 1
2 692980 3 3 4 4 2 1 2 2 2 1 1 2
1 374479 2 2 3 3 3 3 2 2 2 2
1 308201 4 3 4 4 3 4 2 2 2 2 2
1 294420 1 4 3 4 4 4 2 2 2 2
1 297596 2 4 3 4 2 4 2 2 2 1
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STUNUh SCHOO READ MAT» CRED1 CRED3 ERNDCRE AGE SEX ETHNI' GOAL
423720 ELD 9 5 8.5 11.5 3 3 1 2 4
730758 ELD 0 0 5 5 0 3 2 4 4
308960 ELD 5 2 3.5 7.5 4 4 2 2 3
287834 ELD 7 6 6.5 10.5 4 4 2 1 2
280664 ELD 2 4 8 9 1 5 2 3 2
357985 ELD 2 1 0.5 1.75 1.25 4 2 2 3
258000 ELD 4 4 0 0 0 5 2 1 3
370233 ELD 5 5 1 1.25 0.25 2 2 2 4
370714 ELD 6 6 2 6 4 1 1 1 4
236397 ELD 0 0 8 10 2 3 1 2 2
331359 ELD 3 2 14.5 18.5 4 4 2 3 2
514854 ELD 5 5 6 19 13 3 2 4 2
418891 ELD 4 5 9.5 18 8.5 5 2 2 2
497603 ELD 3 2 4.5 12 7.5 4 1 2 3
277368 ELD 2 2 15 17.5 2.5 5 1 1 3
423092 ELD 5 4 2 3 1 3 1 2 4
366855 LV 7 5 1.5 2.5 1 2 2 2 2
205673 LV 7 6 7.5 8 0.5 4 2 2 4
396846 LV 5 5 6 11 5 4 1 2 4
469754 LV 6 2 3 5.5 2.5 3 1 2 4
567856 LV 6 5 0 2.5 2.5 2 1 1 2
469393 LV 7 3 7 8.5 1.5 3 1 5 4
348614 LV 7 5 4.5 5 0.5 2 2 2 2
372766 VAL 3 3 3 6.5 3.5 3 1 1 4
237855 VAL 2 4 1 6.75 5.75 4 2 1 2
265605 VAL 3 3 6.5 8 1.5 5 1 1 2
520794 VAL 4 5 5 8.5 3.5 3 1 2 4
302701 VAL 5 5 3 4.5 1.5 4 1 1 3
519613 VAL 5 5 12.5 18.5 6 4 2 1 5
307708 VAL 6 6 6.5 12.5 6 3 1 1 3
250155 VAL 5 5 B 13 5 4 1 1 4
263951 VAL 6 6 8.5 12 3.5 4 2 2 4
300601 VAL 8 8 15.5 18 2.5 4 1 2 5
579435 VAL 5 6 16 16 0 4 1 2 3
581797 WES 3 3 9.5 18 8.5 4 1 2 3
365433 WES 5 6 11.75 19.75 8 4 2 2 3
244487 WES 3 1 5 8.5 3.5 3 2 1 2
215895 WES 5 3 14 18 4 5 2 1 3
277915 WES 3 2 7.5 12.5 5 4 1 1 3
250169 WES 4 4 9.75 9.75 0 4 1 1 3
583013 WES 6 0 4.5 4.5 0 3 2 2 2
232557 WES 3 3 13.25 13.75 0.5 5 1 2 5
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STUNUM LIVESW. DADOC( DADEC MOMOC' MOMEI QIC O il 012 013 014
423720 3 4 5 4 4 4 1 1 1 1
730758 2 1 3 3 4 4 4 4 3 4
308960 2 4 3 3 4 4 4 4 2 3
287834 4 3 1 3 3 4 4 4 4 4
280664 4 4 3 5 5 4 4 1 1
357985 3 2 2 3 2 4 4 1 3 2
258000 4 3 3 3 2 4 4 2 1 4
370233 3 5 4 3 4 4 4 1 4 3
370714 3 3 4 2 4 4 4 1 4 4
236397 2 4 3 4 4 4 4 4 3 4
331359 3 3 2 2 2 4 4 3 1 2
514854 3 4 1 4 1 4 4 2 2 4
418891 3 4 3 4 3 4 4 4 4 4
497603 1 4 5 3 5 4 4 2 1
277368 2 2 1 2 1 4 3 4 4
423092 2 1 3 3 4 4 4 1 1 4
366855 2 4 3 3 4 4 4 4 4 4
205673 4 4 3 5 5 4 4 4 4 4
396846 3 4 4 4 3 4 4 3 2 2
469754 5 3 3 3 4 4 4 4 4 4
567856 2 4 1 4 5 1 2 3
469393 3 5 4 2 3 4 4 4 1 3
348614 3 4 3 4 4 4 3 2 4
372766 3 3 4 2 1 4 4 4 2 4
237855 2 2 1 2 1 1 4 2 2 2
265605 4 1 1 3 3 2 4 1 4 3
520794 3 4 4 3 2 1 4 3 2 4
302701 2 2 3 3 3 4 4 4 4 4
519613 2 4 4 3 5 4 4 4 4 3
307708 3 2 3 3 3 4 4 3 1 2
250155 1 4 2 3 4 3 1 3 3
263951 3 5 1 2 1 4 4 2 1 4
300601 2 3 4 2 4 1 3 3
579435 5 4 4 5 4 2 1 4 2
581797 3 3 5 2 2 4 4 3 2 4
365433 2 4 3 4 3 4 4 1 4 4
244487 2 3 3 3 3 4 4 4 4 4
215895 3 4 4 3 3 4 4 2 4 4
277915 4 4 1 3 2 4 4 2 4 4
250169 2 1 1 2 1 4 4 3 2 1
583013 3 4 3 3 3 3 1 1 2 4
232557 3 4 4 3 4 1 2 3 2 4
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STUNUM 015  016 01 018 019 020 021 022 023 024 025 026 027 028
423720 4 4 4 1 2 4 4 2 2 2 1
730758 4 4 4 4 1 4 4 2 2 2 2
308960 1 3 4 4 1 4 4 2 2 2 2
287834 4 3 4 4 4 4 4 2 1 2 1 2
280664 2 4 4 4 4 4 2 2 1 1 1 1
357985 1 4 4 4 1 4 4 2 1 4 2 2
258000 4 4 3 4 2 4 4 2 2 2 2
370233 4 4 4 3 4 4 1 4 1 2 1 1
370714 4 4 4 4 3 4 4 2 2 2 2
236397 2 4 4 4 4 4 4 2 2 2
331359 4 4 3 4 3 4 4 2 2 2 1
514854 4 4 4 4 1 4 4 2 2 2 2
418891 4 4 4 4 4 4 4 2 1 1 2 1
497603 4 3 4 4 1 4 4 2 2 2 2
277368 4 4 4 4 3 4 4 2 2 2 2
423092 4 4 3 4 1 4 2 2 2 2
366855 1 3 4 3 1 4 4 4 2 2 1 1 2
205673 4 4 4 4 4 4 4 2 2 2 2
396846 2 4 4 4 3 3 4 2 1 2 1
469754 4 4 4 4 4 4 4 2 2 1 1
567856 4 4 4 4 3 4 2 2 1 2
469393 4 4 3 4 3 4 4 2 2 1 2
348614 4 4 4 4 4 4 4 2 2 2 2
372766 4 4 4 4 2 4 4 2 1 3 2 1
237855 1 4 3 4 3 4 4 1 1 2 2 2
265605 4 4 4 4 1 4 4 1 2 2 2
520794 1 3 4 4 3 4 4 2 2 2 2
302701 4 4 4 4 3 4 4 2 1 2 2 2
519613 4 4 4 4 2 4 4 2 2 2 2
307708 4 4 4 4 4 4 4 2 2 2 2
250155 1 2 4 4 4 1 4 2 2 2 1
263951 4 4 4 1 1 4 4 2 2 2 1
300601 2 3 3 4 1 4 4 2 2 2 2
579435 1 4 4 4 4 4 1 2 2 1
581797 4 4 2 4 1 4 4 1 2 2 1
365433 2 4 4 1 4 4 4 2 2 2 2
244487 4 4 4 4 4 4 4 2 2 2 2
215895 4 4 4 4 1 4 4 1 1 2 2 1
277915 4 4 4 4 2 4 4 1 2 2 2
250169 4 4 4 4 1 4 1 2 2 2
583013 4 4 4 4 2 4 4 4 2 2 2 2 2
232557 4 4 4 4 3 3 4 2 2 2 1
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SB1 TB1 ASCI P01 SE1 SB2 TB2 ASC2 P02 SE2
2 22 27 23 11 12 20 23 18 8 10
2 20 18 21 12 12 25 20 20 12 12
2 22 26 18 8 9 22 19 19 8 10
2 24 30 21 12 12 14 21 17 7 11
2 20 21 20 11 9 17 24 20 11 11
2 19 16 18 10 11 13 19 13 6 8
2 22 20 19 12 12 14 12 15 9 5
2 17 21 17 7 8 20 21 13 6 6
2 12 20 15 7 9 15 19 13 7 11
2 14 9 16 9 12 8 8 7 9 10
2 26 25 18 11 10 22 24 18 11 8
2 19 24 14 6 10 16 16 14 4 6
2 22 27 21 7 9 22 25 21 9 9
2 25 27 17 10 12 21 24 18 10 12
2 17 20 15 10 10 18 20 16 8 12
2 24 27 16 7 9 23 29 18 6 11
2 16 21 15 10 11 12 14 13 6 11
2 27 32 24 9 9 25 22 22 9 9
2 21 26 13 7 10 21 24 14 10 5
2 23 25 17 8 9 19 23 13 8 11
2 19 23 18 8 9 21 24 20 11 9
2 25 25 19 7 11 22 20 16 8 10
2 19 25 18 7 8 20 23 14 9 8
2 18 20 18 8 9 22 19 18 9 9
2 15 26 18 10 10 16 22 10 6 9
2 20 30 22 9 12 19 27 20 7 9
2 21 24 20 8 10 23 27 20 8 11
2 21 25 18 9 11 16 19 13 9 9
2 21 20 19 6 11 21 27 21 9 10
2 15 8 9 6 4 13 17 8 6 6
2 23 25 19 11 11 21 24 20 8 12
2 22 23 18 7 10 22 24 15 9 10
2 20 24 15 10 10 14 20 15 10 12
2 22 18 13 5 9 21 19 17 7 8
2 24 27 22 9 12 21 27 20 12 12
2 16 18 15 8 12 19 16 16 8 12
2 21 19 19 10 10 24 25 17 11 11
2 21 21 14 7 10 16 26 16 4 6
2 17 23 17 9 11 15 22 18 9 12
2 17 16 19 12 12 7 8 9 8 11
1 25 25 19 9 11 21 29 19 6 10
1 13 15 10 10 12 14 15 10 7 6
1 22 21 13 9 7 20 24 20 10 12
1 15 23 15 7 12 14 23 12 9 12
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PRG tl SB3 TB3 ASC3 P03 SE3 CRED1 CRED3
2 20 19 17 10 12 7 11.5
2 23 24 21 11 12 9 10
2 23 11 17 10 12 0 0.5
2 12 10 11 7 10 14.5 15.5
2 23 30 24 12 12 8.5 11.5
2 19 22 17 10 11 5 5
2 18 20 14 9 12 3.5 7.5
2 21 26 18 7 9 6.5 10.5
2 14 18 16 8 8 8 9
2 9 8 9 9 10 0.5 1.75
2 21 18 16 9 6 0 0
2 12 16 12 5 8 1 1.25
2 23 27 20 10 10 2 6
2 16 19 13 9 12 8 10
2 12 15 12 6 12 14.5 18.5
2 16 20 11 11 11 6 19
2 10 11 9 5 9 9.5 18
2 22 30 18 9 12 4.5 12
2 19 25 16 10 11 15 17.5
2 20 21 16 8 9 2 3
2 20 23 20 11 11 1.5 2.5
2 22 18 17 8 10 7.5 8
2 18 21 14 9 8 6 11
2 22 18 16 8 9 3 5.5
2 10 21 9 5 9 0 2.5
2 20 28 19 10 12 7 8.5
2 21 25 19 7 10 4.5 5
2 21 25 17 9 9 3 6.5
2 21 19 15 7 10 1 6.75
2 10 12 7 6 5 6.5 8
2 20 24 18 9 12 5 8.5
2 22 24 21 8 11 3 4.5
2 18 26 18 9 12 12.5 18.5
2 25 23 19 7 8 6.5 12.5
2 25 29 24 12 12 8 13
2 21 19 17 11 12 8.5 12
2 22 27 17 11 11 15.5 18
2 24 32 22 7 11 16 16
2 20 22 18 10 12 9.5 18
2 8 8 8 8 10 11.75 19.75
1 26 32 24 10 12 5 8.5
1 26 32 24 10 12 14 18
1 17 24 18 10 10 7.5 12.5
1 26 32 24 10 12 9.75 9.75
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PRGM SB1 TB1 ASCI P01 SE1 SB2 TB2 ASC2 P02 SE2
22 23 19 7 9 24 31 23 12 12
17 31 22 6 12 21 26 19 9 8
26 26 23 9 12 25 32 24 9 12
17 20 16 7 10 19 27 17 8 8
23 32 19 10 10 19 24 21 11 7
14 14 14 4 5 18 26 16 9 12
18 20 18 8 11 18 24 15 9 8
21 23 19 8 12 13 14 19 12 12
19 25 16 7 9 25 25 22 9 8
20 29 19 6 8 18 13 11 8 4
17 21 15 8 11 19 18 18 8 5
22 25 18 8 9 27 27 22 9 9
24 25 19 9 12 24 27 21 10 12
22 27 16 8 10 19 25 17 8 7
26 29 20 7 11 24 28 18 12 9
23 27 13 8 12 20 28 22 7 10
21 25 20 10 12 24 26 19 9 10
17 15 13 6 11 20 24 17 8 9
18 9 15 7 5 25 32 24 11 10
13 12 15 10 12 16 22 18 9 11
16 18 17 6 9 16 26 20 9 10
19 16 16 9 10 20 20 14 7 7
21 21 17 6 10 21 16 18 11 12
19 21 15 8 6 23 26 21 11 10
26 26 17 7 9 22 27 18 8 12
19 28 15 9 9 23 31 22 8 11
19 24 18 8 8 16 18 14 7 9
21 27 18 8 11 24 27 21 8 11
17 13 10 5 6 24 14 14 6 3
20 24 16 9 12 15 15 15 3 11
19 20 17 9 9 23 18 18 11 12
26 21 20 8 11 18 12 16 8 10
24 29 19 8 12 25 25 18 12 12
19 17 19 8 9 21 14 17 5 10
25 22 22 12 11 20 31 14 7 9
9 13 12 10 7 20 14 15 7 8
28 26 23 12 12 28 32 24 12 12
21 20 17 8 11 23 27 19 6 11
18 20 12 6 11 21 27 23 10 10
21 23 19 10 12 21 29 20 10 11
21 17 15 9 10 25 16 19 9 12
24 18 21 10 6 22 18 21 11 4
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SB3 TB3 ASC3 P03 SE3 CRED1 CRED3
20 26 15 8 9 4.5 4.5
20 25 16 7 9 13.25 13.75
21 26 15 7 10 5 9.75
15 29 16 8 8 0 4
23 27 17 9 11 0 3
24 26 24 11 12 0 5
16 22 13 8 6 0 2
23 30 22 8 12 0 5
26 31 24 12 12 12 15.5
17 16 12 6 10 5 10
18 22 18 11 9 9.7 13.2
20 30 16 6 12 6 8.5
14 12 13 11 9 17.5 24
27 31 22 11 10 13 16
14 24 15 10 11 11.5 14
20 20 17 5 10 17.5 18.75
24 21 21 10 10 13 13.5
17 21 19 7 10 11.5 11.5
27 31 24 12 12 0 0
26 32 24 10 12 16.5 22.5
26 29 22 11 12 0 2.5
17 23 19 10 12 4 7
21 25 17 5 10 17 23
23 29 22 12 11 5.5 11.5
22 26 20 9 9 0 1.5
21 19 15 6 8 4 8.5
24 26 19 7 10 0 1
28 29 21 8 12 18 23.5
20 26 18 12 10 16 22.5
24 31 22 8 10 0 2.5
18 25 17 7 8 0 2
27 29 23 7 8 7.5 7.5
18 21 17 11 11 4 10.5
24 18 20 10 12 6.75 10.25
27 30 20 7 12 10 16
20 19 14 8 9 15 23
21 10 21 12 12 16 23.5
20 31 19 8 12 3 5
20 20 18 8 10 13.25 20.75
25 30 20 12 7 16.5 23
19 27 17 8 9 16 21
22 31 22 7 6 2.5 4
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